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ABSTRACT
NO FAMILY LEFT BEHIND: NONTRADITIONAL METHODS OF
COMMUNICATION AS A TOOL FOR EQUITABLE FAMILY ENGAGEMENT
Robin B. Ransom

Legislation outlined in ESSA (2018) pushes schools to address the needs of the
diverse populations within the school community as well creating a place for equitable
family engagement. This study focuses on the family rather than the parent. Due to
changes in family dynamics it is necessary to incorporate not just the parent but all
members of a student’s household who contribute to the academic, social, and emotional
well-being. In light of the immediate halt to the educational arena as the world was faced
with the COVID-19 pandemic, educators and administrators were forced to think of new
ways to engage with families and students. Many families were challenged to engage due
to the lack of access to technological tools especially for African American/Black and
Hispanic/Latino families. This qualitative case study examined key stakeholders
(families, teacher, principal) perceptions of nontraditional methods of communication as
a tool for equitable family engagement. This study was conducted in an urban Catholic
middle school in New York. The data was collected through in-depth interviews, focus
groups and document analysis. The theoretical frameworks that informed this study were
Senge’s five disciplines of a learning organization and Yosso’s community cultural
wealth. In addition to viewing the school as a learning organization there is an

exploration of how African American or Black and Hispanic or Latino families can
utilize their cultural wealth within the school community. Yosso’s (2005) community
cultural wealth provides a foundation for schools to utilize the cultural capital that
families bring as an asset rather than a deficit. It is not enough to just acknowledging the
differences in race, culture and socioeconomic status, but it is essential to incorporate the
diversity in an effort to create equity in family engagement. Another factor that played a
major role in connecting the world during the pandemic was technology. Technology
used to exist as a supplement in education but has now become an integral part of the
learning schema. Therefore, it is essential to explore alternative ways to connect families
to the school community in an equitable way.
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CHAPTER 1
Introduction
Engaging families is a vital component of the educational system and it lays a
foundation for academic success (Hornby & Lafaelle, 2011) and helps build a connection
with the school community. Marschall and Shah (2016) describe engagement as
"multidimensional" in that it includes a variety of ways for parents to be involved, such
as parent-teacher association, fundraising, family nights, and parent-teacher conferences.
The dialogue produced from these activities is essential in developing the family-school
partnership (Ankrum, 2016). Traditionally this partnership was described in the context
of school-oriented events where parental involvement focused on activities determined,
implemented, and guided by school objectives (Hill et al., 2018). The focus now is for
family engagement to be an interaction between parents and schools that extends beyond
an activity (Goodall & Montgomery, 2014) and a mutual decision-making partnership.
This partnership is exemplified in Catholic schools, where families are the center
of the school community. The Congregation for Catholic Education (CCE) is at the core
of establishing policies for Catholic schools to follow. The focus of family engagement in
a Catholic school is to "appreciate family's value, and promote their participation in the
school, where families can assume various forms of co-responsibility" (Congregation of
Catholic Education, 2013). Collaboration between families and schools is at the forefront
of family engagement.
The concept of family engagement is supported by a legislative push to involve
families in the educational process and bring equity to family engagement (Office of
Elementary and Secondary Education, 2018). Identifying how to bring equity to family
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engagement has led to the reevaluation of school practices (Baquedano-López et al.,
2013; Jasis & Ordoñez-Jasis, 2012). It is important to note that under the guideline of the
Catholic education public policy, Catholic schools follow many of the national, state, and
local policies and mandates, especially the ESSA (United States Council of Catholic
Bishops, usccb.org). Changes to the ESSA of 2015 hoped to increase family-school
collaboration by changing the terminology of parental involvement to parent family
engagement. It also outlined the necessity to include parents and families of all
backgrounds and make policies that address race, socioeconomic status, and cultural
barriers (Fenton et al., 2017). The CCE (2013) describes the interaction between the
school and families as a place where there is a dialogue of respect and "a true experience
of intercultural relationships, lived out rather than just spoken." This is aligned with the
changes in the ESSA mandates, as family engagement should be thought of as a way to
bring schools and families together regardless of their differences in values, beliefs, or
social status. From the inception of policies like The Nation at Risk (1983) to current
initiatives like ESSA (2015, 2018), there is a call for education to not only involve
families in their child's education but also create policies that dismantle barriers of race,
socioeconomic status, and culture as it relates to family engagement.
In 2005, The United States Conference of Catholic Bishops (USCCB) reiterated
its support and encouragement for Catholic schools to serve the needs of diverse students
and families. This ongoing challenge provide equity for all families has led to family
engagement to be discussed on the national, state, and local levels. Title I of Improving
America's Schools Act of 1994 was designed to increase family-school and communityschool connections evidenced by parent workshops, opportunities to visit the school
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(learning walks, volunteering), and attendance of community meetings. Goals 2000:
Educate America Act called for schools to "promote partnerships" and "increase parent
participation." NCLB defined involvement as "the participation of parents in regular,
two-way, and meaningful communication involving student academic learning and other
school activities including: assisting their child's learning; being actively involved in their
child's education at school; serving as full partners in their child's education and being
included, as appropriate, in decision-making and on advisory committees to assist in the
education of their child" (No Child Left Behind, 2002, Section 1118). Researchers
(Hirano & Rowe, 2016; Li & Fischer 2017; Merkley et al., 2006; Murray et al. 2014) also
agree that the provisions outlined in No Child Left Behind (NCLB) calling for
participation between school and home was integral in shedding light on not only the
importance of family engagement but also linking it to student outcomes.
In light of the pressing need to further improve family engagement, the United
States Education Department updated the ESSA (Every Student Succeeds Act, 2018) by
adding "cultural responsiveness, respect between schools and families, and recognizing
there should be shared responsibilities" (p. 11). All of these authorizations aim to develop
the engagement between home and school and provide a guideline for states and schools
to implement initiatives that connect all families with the school community (Stitt &
Brooks, 2014).
This study will be focused on family engagement rather than parent involvement
which is aligned with the shift in the ESSA (2015) mandates as well as current research
(Garbacz et al., 2016; Baker et al., 2016; Fenton et al., 2017; DeSpain et al., 2018;
Jeynes, 2018; Gerzel-Short et al., 2019; Smith & Sheridan, 2019). There has been a shift
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in family dynamics which attributes to the decline in family engagement (Jeynes, 2012).
These factors are beyond the control of the school, but they still have an impact on the
family and student. In 2016, the Census Bureau Data reported on living arrangements of
children under the age of 18 as 17.2 million children living in mother only households, 3
million children living in a father only household, and 2.8 million living with neither
parent sometimes a grandparent. Williams & Sánchez (2012) report that students who
live with one parent and even students with both parents working find it difficult to attend
school events. A family can now be expanded to include not only a parent but also
relatives. There are multigenerational households as well as grandparents raising
grandchildren. In an effort to include all members contributing to a student’s academic
outcomes, social development and school engagement; this study will refer to a students’
household as “family or families”.
The communication between the school and families is more than just attending
events. It is a collaborative effort of all members of the family and their interaction with
the school community (Hill et al., 2018). In addition to teachers and students, a Catholic
school community includes a range of other stakeholders, including parents, educational
leaders, and non-teaching staff. All play a role in advancing the school's mission through
interpersonal relations (CCE, 1997). This study will explore the intersection between
family engagement and equity in an urban Catholic middle school.
Although many mandates and initiatives call for changes to family engagement,
there are still disparities in students and families due to race, socioeconomic status, and
culture (Park & Holloway, 2013). This affects how teachers and families communicate.
One of the primary communication tools in schools is parent teacher conferences.
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Generally, schools follow the traditional modes of communication through face-to-face
parent teacher conferences, leading to some minority families being overlooked (Fenton
et al., 2017). Many factors contribute to this disparity, such as language (Öztürk, 2013),
teacher deficit thinking (Walker, 2011), and schools' lack of preparation to address
cultural differences (Malone, 2015). Despite these factors, families still want to be
involved in their child's educational outcomes (Stacer & Perrucci, 2013; Goodall &
Montgomery, 2014). Ishimaru (2019) contends that traditional parent involvement
activities create a space of privilege denoted by "school norms" that benefit white middleclass families rather than family engagement which is intended to include all families by
creating "new norms" that address barriers. Drawing on privileges offered to one group of
people over another is the essence of social justice (Hytten & Bettez, 2011) and equity.
Equitable family engagement also ties into social justice. Hytten & Bettez (2011)
confirms that social justice in education is directly aligned with creating opportunities for
all parents to be a part of the communication and has proven to be essential in the
successful outcomes of students (Froiland et al., 2013; Wilder, 2014). Social justice
embodies each family being afforded equity in resources and the opportunity to fully
participate in school events and activities (Rapp & Duncan, 2012). Identifying what
makes family engagement equitable is essential.
According to Day (2013), equitable family engagement focuses on providing
experiences and structures that do not differentiate groups of parents based on the amount
of participation or which activity is chosen. Equitable family engagement looks different
for families, teachers and school leaders. For families, this could be sharing concerns
with a trusted staff member (Day, 2013; LaRocque, 2013). For teachers and school
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leaders, this could be an acknowledgement of cultural differences and seeking to address
systemic barriers embedded within the school system (Gay, 2015). Family engagement as
a whole looks at how school and families communicate about student outcomes.
Equitable family engagement describes the environment in which this communication
occurs, considering whether all families feel respected and included and whether their
social, cultural, linguistic norms and needs are being met (OESE, 2018). Addressing all
of these aspects is the foundation for ensuring all families are included in family
engagement practices and creating an environment that is equitable.
Purpose of the Study
The existence of inequalities in access and resources have been prevalent in the
educational system (Fenton et al., 2017) before the COVID-19 pandemic. UNESCO
(2020) confirms that the pandemic challenges were severe, especially for disadvantaged
persons and their families. The difficulties of inequity of access and resources were also
heightened in Catholic schools (Friedman et al., 2020). According to Onyemal et al.
(2020), one of the challenges was the lack of access to technology. Students could not
access the educational tools needed to learn, and families were challenged to support their
children or communicate with the school due to limited teacher-parent communication
(Statti & Torres, 2020). The pandemic brought to the forefront the need for schools to
support family-school communication as well as address issues of equity related to access
and resources (Onyemal et al., 2020).
The 21st century has brought the development of smartphones, iPads, iPhones,
laptops, and social media to name a few (McCloskey et al., 2018). These technological
advances have altered the way communication is done at home and in school.
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Technology as a means of communication has been adopted in schools through school
management systems, which include grades, assessments, and messaging, as well as
applications such as Google classroom, iXL, and Class Dojo (Olmstead, 2013, Blau &
Presser, 2013). These tools assist in providing a way for families to be a part of the
educational process. Although these tools are designed to engage families, the digital
divide still exists in some minority families compared to some white middle-class
families that have access to the technological tools being used to communicate
(Stevenson & Hedberg, 2017).
In an effort to increase family engagement through apps (Arrastia-Chisholm &
Tackett, 2020), the implementation of nontraditional methods of communication such as
Zoom and Google Meet is proposed. The focus is on providing access for families from
any race, socioeconomic status, or culture to participate in family engagement, thereby
bringing equity to those who are generally overlooked (Fenton et al., 2017). The purpose
of this case study is to examine stakeholder (families, teachers, and a principal)
perceptions of nontraditional methods of communication as a tool for equitable family
engagement.
Theoretical Framework
This study utilizes two theoretical lenses: Senge's (1990) five disciplines of a
learning organization and Yosso's community cultural wealth (2005). Senge et al., (2012)
sought to understand that a school can be a learning organization by changing how they
think and act collectively. Senge (1990) defines a learning organization as "organizations
where people continually expand their capacity to create the results they truly desire,
where new and expansive patterns of thinking are nurtured, where collective aspiration is
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set free and where people are continually learning how to learn together" (p. 2). This
concept can be used in the educational realm as schools evaluate how to provide
equitable family engagement. Senge (1990) breaks down the learning organization into
five disciplines – personal mastery, shared vision, mental models, team learning, and
systems thinking. Personal mastery and shared vision describe the individual and
collective goals of an organization. Mental models provide a space for awareness of the
thoughts and ideas that shape personal perspectives of educational practices. Team
learning brings stakeholders together in a dialogue to exchange ideas in order to create a
consensus of thinking (Senge et al., 2012). Systems thinking looks at the entire entity in
an effort to develop long-standing changes in a learning organization. As schools are
charged with addressing "economic stress," "social uncertainty," and "technological
advances," it is important to strengthen the communication of families of low and high
economic status (Senge et al., 2012). In addition, preparing a school community to carry
out any new educational initiative requires buy-in from all stakeholders, especially
families (Senge et al., 2012).
Senge's (1990) mental models describe the challenge to change from one
perspective to another without a schoolwide shift utilizing systems thinking. The mental
models represented by teachers, administrators, and families require a collaborative effort
to ensure all stakeholders agree. Teachers' mental models of what family engagement
should look like (families attending events or parent teacher conferences) can form
obstacles that affect a family's participation. On the other hand, a family may present
with their own mental model about school participation (teaching life skills or family
traditions) which are opposite of a teacher. Senge et al., (2012) suggests that these mental
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models can interfere with a collaborative effort for family engagement. Teachers were
forced to change their mental models during the pandemic, resulting in unpredictable
educational practices such as Zoom or Google Meet for instruction and family outreach.
Senge et al. (2012) purports the five disciplines of a learning organization if in place,
would address the resistance to change in mental models for all stakeholders as there
would be a shared vision based on the collective ideas of each member.
Yosso (2005) uses the critical race theory to address systemic oppression and
racism. Research shows that racism imposes on the basic tenets of the educational
system, (Bell, 1992; Ladson-Billings & Tate, 1995; Watson & Bogotch, 2015) from
student learning to family engagement. Through a lens of equity, family engagement
seeks to uncover the role racism plays in family participation in school events and
activities.
Racism was thought of as a black and white issue (Bell, 1992). Yosso (2005)
redefines race as African American or Black and Hispanic or Latino families, which
includes African Americans, Native Americans, Asian/Pacific Islanders, Chicanas/os, and
Latinas/os. This redefinition directly describes the diversity in today's educational
system. Yosso (2005) supports the need for families to engage with the school
community in a way that values their unique differences, be it race, socioeconomic status,
or culture. African American or Black and Hispanic or Latino families interact differently
with the educational system based on their life context (Turney & Kao, 2009; Hornby &
Lafaele, 2011; Hill et al., 2018). This is why it is important to recognize how culture
plays a role in the contributions of students and families.
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Yosso's (2005) community cultural wealth model describes the cultural capital
that African American or Black and Hispanic or Latino families bring to a school.
Focusing on the cultural wealth rather than the deficit perspective characterized by race
and class (Watson & Bogotch, 2015) is relevant to breaking the mental models that
facilitate inequity in family engagement. Yosso (2005) argues that the lived experiences
of African American or Black and Hispanic or Latino families and the cultural capital
they bring should be valued and not viewed as a deficit. Yosso (2005) outlines six forms
of cultural capital that families could bring to the school community – aspirational,
linguistic, familial, social, navigational, and resistant. Each of these forms of capital
show how families support students in ways other than the ways referenced by their white
middle-class counterparts (Gonzales, 2012). The family cultural capital can stem from
oral traditions, household routines, knowledge, community resources, and overall life
skills (Larrotta & Yamamura, 2011). The cultural capital that families bring provides an
opportunity for schools to embrace differences in socioeconomic status, race, and culture
as they seek to build stronger family-school relationships (Gonzales, 2012).
Significance of the Study
The significance of this study stems from the immediate halt to the world as we
know it through the COVID-19 pandemic. It forced educators and administrators to think
of ways to communicate with families and students in nontraditional formats. This sheds
light on an already existing problem which is the lack of access for some populations.
Catholic schools were developed to meet the needs of the marginalized and immigrant
families by providing a safe learning environment and alternative to public schools
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(National Catholic Education Association, 2021). However, even in the pandemic, the
Catholic school was faced with challenges.
Aside from the pandemic Catholic schools were struggling with enrollment.
Enrollment in US Catholic schools have been decreasing over the last 30 years (Owens,
2005). According to NCEA (2004) there was a 40% decrease in enrollment. There was
also an increase in Non-Catholics and lay faculty increased rom 27% to 95%. The
minority population shows 19.8% of student population where 16% is Latino; 7.75
African American/Black; 5.5% Asian American and 5.95 Multiracial (NCEA, 2016).
This is an increase from 1970 where minority population was only 11%. As minority
families are making up a greater percentage of Catholic schools it is essential for schools
to develop strategies to not only engage these families but also promote equity within
these interactions.
During the pandemic Catholic schools acknowledged the widespread job loss,
food shortages, shifts in family responsibilities (families working at home and assisting
with student learning) and uncertainty for families (Miller, 2020). These challenges
needed to be addressed in addition to the increase in technology use. According to Miller
(2020) Catholic schools and educators were not equipped through access, resources or
training for the digitalization brought on by the pandemic. Technology has increased
exponentially in the world of the pandemic. Every student needed to be provided with
access to education by necessity. Although the issue of access has existed long before the
pandemic, it is now in the forefront as administrators and educators are challenged to be
creative in meeting the needs of those within the school community. Access to
technology has been instrumental in continuing the educational process as well as
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providing an alternative for parents to communicate with the school without being face to
face.
Schools needed to develop a plan to communicate with families without them
being physically present in a building. There is a need to improve family-school
communication further, as the United States Education Department updated the Every
Student Succeeds Act (ESSA, 2018) and the NYSED culturally relevant and sustaining
framework both focus on not only promoting a relationship of trust but also
understanding the role of being culturally aware of the students and families within the
school community. These mandates hold schools accountable for developing ways for
families to actively participate in school activities and parent-teacher conferences. There
is currently a gap in the research on new ways of communicating with families outside of
face-to-face. This study explores the use of apps such as Zoom or Google Meet as a form
of nontraditional methods of communication to examine their impact on equitable family
engagement.
Connection to Vincentian Mission
There was a challenge of miscommunication in Catholic schools as cultural
barriers between families and teachers interfered with how families were engaged (Li &
Vazquez-Nuttall, 2009). There are many barriers that can prevent families from
participating in family engagement activities (Baker et al., 2016). Equity calls for schools
to look at each family as their own entity and provide access to family engagement
according to their needs and not what is given. Equity is aligned with family engagement
as it forces schools to develop strategies and programs that encourage parents to be in
dialogue with the school. A single initiative such as parent teacher conferences could
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have multiple options that provide parent's a choice of when and how they can engage
with teachers.
Research Questions
•

What are key educational stakeholders' (families, teachers, administrators)
perceptions of nontraditional communication methods of communication such
as using Zoom and Google Meet as a tool for family engagement?

•

What perceived effect does the new communication technology have on the
type and levels of engagement?

•

What perceived impact does the new communication technology have on
equitable family engagement?

Definition of Terms
Cultural capital - the sense of group consciousness and collective identity that serves as a
resource 'aimed at the advancement of an entire group' (Franklin, 2002, p. 177).
Deficit thinking assumes that minority students and families are at fault for poor
academic performance because: (a) students enter school without the normative cultural
knowledge and skills, and (b) parents neither value nor support their child's education.
(Yosso, 2005, p. 75).
Equity- Fairness means ensuring that personal and social circumstances do not prevent
students from achieving their academic potential. Inclusion means setting a basic
minimum standard for education shared by all students regardless of background,
personal characteristics, or location. (Field et al., 2007).
Parental Communication - two-way discussion between family and school/teacher about
school events and/or student progress (Epstein, 2010).
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Family engagement - conceptualized as encompassing those activities parents' structure
for themselves and their self-directed relational interactions with school officials.
(Reynolds, 2009).
Parent involvement – interactions of parents with a teacher and in schools to promote
academic progress (Hill & Taylor, 2004).
Social Justice- "both a process and a goal" with the ultimate aim being "full and equal
participation of all groups in a society that is mutually shaped to meet their needs" (Bell,
1997, p. 3)
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CHAPTER 2
Introduction
This chapter utilizes the findings from current research literature. These findings
help to shed light on the use of nontraditional methods of communication as a tool for
equitable family engagement. This chapter starts with the theoretical frameworks that
inform this study. It is followed by a review of literature and concludes with a discussion
of the gap in the research.
Theoretical Framework
The theoretical framework for this study comprises of concepts from Senge’s
(1990, 2010) five disciplines of a learning organization and Yosso’s (2005) Community
Cultural Wealth. Senge’s learning organization starts with mental models which
describes how a learning organization such as a school, functions under the authority of a
group or a set of individuals. In schools, teachers can become an authority within their
classroom. Since teachers are the ones who reach out to parents for PTC’s; their personal
view or “mental models” can affect how they choose to engage with families. Teacher
perceptions of family’s lack of engagement could hinder communication (Foster et al.,
2017; Arce, 2019).
Senge’s Five Disciplines of a Learning Organization
The use of Senge’s (2010) five disciplines of a learning organization seeks to
implement a new way of thinking which can dismantle the strongholds of inequity due to
race or culture. Learning organizations can be groups of people who work together over
a period of time to attain a desired outcome (Senge et al., 2012). The three-legged stool
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shows how each leg is integral to developing the learning organization. It is not about an
individual idea but a collective aspiration.
Figure 1
Senge’s Five Disciplines for Core Learning Capabilities for Team

Note. Adapted from Senge, P. M. (2010). The fifth discipline: the art and practice of the
learning organization. Crown.
Senge (1990) describes five disciplines of a learning organization:
1. Personal Mastery - identifying what really matters through constant
reflection and the willingness to continue to learn and change
2. Shared vision - a common goal that all stakeholders want to endeavor to
accomplish
3. Mental Models – deep rooted assumptions that either known or unknown that
affect how we act and receive the world.
4. Team Learning - collective learning where the team is not greater than the
individual and the outcome of the group outweighs what an individual could
do independently
5. Systems Thinking - shared responsibility by looking at the entire system and
not just the parts (pp. 5-8).
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In order to affect change these five disciplines work in concert with each other.
Systems thinking is looking at the whole and not the parts of the learning organization.
Personal mastery is an individual’s aspiration and requires practice (Senge et al., 2012). It
changes as you grow and develop. Shared vision brings the individual goals together in
order to create one unified goal. Senge et al. (2012) contends a shared vision is seen by
its ability to last over a period of time through a cycle of collective learning. This sets the
stage for mental models which generally are based on individual experiences. It is
important to discuss mental models in a team learning setting to address perceptions that
could go unnoticed unless questioned (Senge et al., 2012).
Mental models can be modified through a culture of challenging the norms and
being open about the generalizations they bring. These norms stem from deficit thinking
and implicit bias. In a study conducted by Whitford and Emerson (2019) there was an
unequal amount of negative experiences for African American/Black and Hispanic/
Latino families versus White counterparts due to implicit bias. These experiences are
displayed through higher disciplinary reports, suspensions, and lower academic
expectations (Skiba, 2011; Whitford et al., 2016; Whitford, 2017). Cultural capital as
Yosso (2005) studied lends to the disconnect between student and teacher cultural
differences that exemplify implicit bias and deficit thinking on the part the teacher.
Mental models can be changed to incorporate a new vision that is racially, socially and
culturally sensitive. Nationwide initiatives are beginning to surface on implicit bias which
is designed to help educators recognize their attitudes and behaviors that may affect their
actions (Ho & Hua-Ya, 2018; Chin et al., 2020). Just being aware that the mental models
exist is a start toward doing something different. Ladson-Billings (1995, 2014) confirms
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the importance of teachers not only understanding their own bias but also creating a
culturally responsive environment that is sustainable.
Senge (1990) refers to this process of recognizing and changing shared mental
models as “institutional learning.” It provides an alternative to how family engagement is
viewed. Teachers could have a personal view of family engagement and once it is shared
with others a more inclusive view can be adapted. Family engagement is also informed
by Senge’s (1990) thought of “collective decision making” which in a school can be
limited as teachers and parents generally conform to the “norms” of the community. In a
study conducted by Gonzalez and Jackson (2013) found family engagement is contingent
on how the school community shifts its alignment to middle class norms. Schools are in
the position to set the tone for how family engagement is conducted and implemented.
When schools are developing initiatives to engage parents it stems from what works best.
This type of family engagement does not necessarily consider all of the barriers that
parents face. It is based on those who come to events and have a voice (Yull et al., 2018).
The families that do engage do not fully represent the diversity of school community
thereby eliminating their voice about what they need.
Systems thinking supports the need for the entire school to devise a plan for
family engagement. McDonald (2015) contends that there is a shift in education as a
whole. As new policies such as family engagement are leaning towards being inclusive to
all families, Catholic schools need to embrace the changes and develop practices that
meet the needs of their communities. One where the mental models are in the forefront
and addressed collectively. Parent teacher conferences have been the same for years
despite the dynamics of the school population becoming more diverse. These conferences
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are a major component of family engagement, yet the choices are limited to a phone call
or face to face at a scheduled interval of time. System thinking calls for the school to look
at how family engagement is conducted on all levels. This approach could help to
empower those who generally don’t have a voice such as some minority families. There
is a need to develop a plan that considers the growing needs of a diverse population.
Yosso’s Community Cultural Wealth
Yosso (2005) defines “CRT as a theoretical and analytical framework that
challenges the ways race and racism impact educational structures, practices, and
discourses” (p. 74). Racism is intertwined in the school system which hinders some
minority families from engaging in school communication (Bell,1992; Cooper, 2009;
Baquedano-López et al., 2013; Yull et al., 2018). The Congregation of Catholic
Education (2014) implores Catholic schools to elevate families from marginalized
communities as opposed to deeming them as less important due to circumstances beyond
their control. Ladson-Billings, (1998) confirms that racism should be explored as it
currently shapes educational policies that negatively affect some minorities. These
policies dictate the type of family engagement programs and practices that are
implemented.
There is a divide in family engagement as Reynolds et al. (2015) contends, race
and social class equate to availability and resources that some African American/Black
and Hispanic/Latino families lack. Understanding the role of systemic racism in
education supports the need to examine new ideals that can bring forth equity in family
engagement (Solorzano & Yosso, 2002). Sleeter and Owuor (2011) describes the
existence of structural racism that enable the continuance of inequalities on some
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minorities. The problem lies in that those who are directly affected by race and racism
don’t usually have a voice and their perspective of family engagement is not recognized
as viable.
Schools typically expect parents to engage with the school system in ways
consistent with “traditional” norms (such as in person school events). Yosso (2005)
sought to explore the use of cultural wealth as a way to find value in the experiences of
African American or Black and Hispanic or Latino families. Yosso (2005) also discusses
“community cultural wealth” which describes the ways in which families could bring
value to the school community through capital. Yosso (2005) sought to build the divide
by identifying characteristics of cultural wealth rather than social wealth through the six
forms of capital that would assist in acknowledging race, gender, or socioeconomic
status:
1. Aspirational capital-refers to persevering through trials and still believing in
things will get better.
2. Linguistic capital- the benefits of speaking multiple languages
3. Familial capital – traditions and family stories that are passed on through
generations.
4. Social capital – Community and social resources allows for the sharing of
information to help each other.
5. Navigational capital – Skills designed to assist through the challenges faced
from institutional racism and inequality.
6. Resistant capital – Empowers pride and the knowledge to be prepared for
societal structures that may lead to inequality (pp. 77-81).
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This wealth could be adapted in family engagement initiatives such as how parent
teacher conferences are conducted. Community cultural wealth (CCW) includes cultural
capital which was directly tied to social capital by Bourdieu (1986). This would imply
that cultural capital on its own was not valued. The problem is that cultural capital is not
recognized or valued as a tool for family engagement. This causes families to be labeled
as uninvolved, uncaring, or not wanting to be a part of their children’s academic success
(Stacer & Perrucci, 2013; Goodall & Montgomery, 2014) due to lack of presence in
school events. However, although parents are not present in school, they are still
developing knowledge and life skills within the home setting that could benefit their
child’s educational outcomes (Yosso, 2005).
Reynolds et al. (2015) confirms the importance of acknowledging culture in
family engagement as it adds a sense of belonging. There is a contrast between Yosso’s
and Bourdieu’s view of cultural capital as it relates to African American or Black and
Hispanic or Latino families. Bourdieu (1986) related cultural capital to wealth and a
particular group of people. It identified one’s place in society and separated groups whose
culture was thought to be menial. This is in contrast to Yosso’s (2005) research as it
associates culture to skills, resources and information that bring dignity not “deficits” not
predicated on social capital.
Social capital was attributed to wealth. All other forms of capital were tied to
social capital. Only those who have higher income will have access to these resources.
This provides an imbalance the of three forms of capital Bourdieu (1986) describes
(economic, cultural, and social). African American or Black and Hispanic or Latino
families may not have social capital, but their cultural capital can teach values that social
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capital cannot. Social capital that doesn’t take into account that resources are not
available to everyone is a form of discrimination. This limits the significance of the rich
background’s minority parents could bring.
The narratives told by the participants in this study showed how useful cultural
stories were in motivating students to succeed and parents to be engaged (Yosso, 2005).
The traditions and family history became a guide of what to do and what not to do in life.
Families’ stories of sacrifice became a catalyst to wanting to do and be better than their
parents and grandparents. Even with this understanding of culture, if society does not
recognize the importance of more than economic capital these unique skills will be used
in isolation and met with opposition of the status quo. These forms of capital are not the
ones most commonly used in determining educational practices, decisions, or family
engagement. Each of these types of capital bring “cultural wealth” that instill pride in o
families and represents strength through struggle rather than fear of the future (Yosso,
2005). If teachers and schools would change how they view family engagement or adopt
a new way of developing initiatives that are more culturally responsive this may lead to
families feeling valued, wanted, and respected in the school community.
The theoretical frameworks in this study help to provide a lens through which
family engagement can be studied. Senge’s (2010) system thinking outlines the role the
school system, administration, and teachers play in evaluating educational practices and
seeking to develop a new paradigm that is based on a collaborative effort. The focus is on
looking at the larger picture of family engagement and developing a strategy to address
the norms and culture through offering nontraditional methods of communication through
technology. Yosso (2005) extends the thinking of race and racism through a focus on
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community cultural wealth. This shifts the cycle of racism to one of looking at not what
is lacking but what can be gained by the experiences of African American/Black and
Hispanic/Latino families. The use of CCW also honors the ideals of the families the
educational system seeks to serve.
Review of Literature
This section begins the challenges of the traditional parent involvement models to
Communities of Color through seminal research and findings from the existing research
literature. Major themes include 1) challenges of traditional parental involvement models
2) family engagement explored 3) barriers to family engagement using an explanatory
model. The barriers will be discussed based on three major categories: individual parent
and family factors, parent-teacher factors, and societal factors based on the findings from
the existing research. 4) role of technology in family engagement. These concepts are
also intertwined in the role social justice plays in engaging families in activities and
events. The research in this study comes from peer-reviewed journals, national and state
educational policy, and websites. Databases used were Proquest, ERIC, and EBSCO.
Key searches – Catholic school family engagement, parent involvement, family
engagement, barriers to family engagement/parent involvement, deficit thinking,
technology and parent teacher conferences, technology, and parent communication
Challenges of Traditional Parental Involvement Models
One of the challenges with parent involvement is the omission of practices that
families conduct at home. In a meta-analysis of 51 studies, Jeynes (2012) examined the
relationship between parent involvement programs and the achievement of Pre-K–12th
grades. Jeynes (2012) found that both "involuntary parental behaviors" such as family
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conversations, standards for learning, and a "sense of belonging" within the family
household influenced parent engagement. These home practices help shape the children
and can benefit them academically and in their everyday lives (Jeynes, 2012). Families
are bringing a wealth of skills that are going unused because schools do not recognize
their existence (Watson & Bogotch, 2015).
There are multiple ways families can be involved or are motivated to be involved
in their child's educational process. Hoover Dempsey et al., (2005) and Epstein (1995)
both outlined models of parent involvement. The Hoover‐Dempsey model presented in
the research of Green et al., (2007) describes levels of parental involvement, which
outlines the influences attributed to why parents become involved in their child's
education:
Level 1
A. Parents' Motivational Beliefs
1. Parental role construction
2. Parental self-efficacy
B. Parent's perceptions of invitations for involvement from others
1. General school invitations
2. Specific teacher invitations
3. Specific child invitations
C. Parents' perceived life context
1. Skills and knowledge
2. Time and energy
Level 2
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A. Parents' involvement forms
1. Home involvement
2. School involvement (p. 533).
Green et al., (2007) conducted a quantitative study of 853 parents of first through
sixth-grade children in socioeconomically and ethnically diverse public schools to
explore parental motivations for involvement. The findings showed that parents'
perceptions of invitations, motivational beliefs, and perceived life context were predictors
of parent involvement (Green et al., 2007). Parents' relationships with teachers were
instrumental in parents' involvement. In another study, Reed et al., (2000) conducted a
quantitative study of parents of 250 elementary school-aged children from two public
urban schools. The demographics consisted of a majority of African American families,
followed by White families. The study examined predictors of parent involvement based
on the Hoover-Dempsey and Sandler model. The findings showed that parent role
construction, sense of efficacy, and perceptions of teacher invitations predict the level of
parental involvement. Families are involved based on their beliefs about their role in their
child's education and how teachers invite parents to be engaged (Reed et al., 2000).
The research from Green et al., (2007) and Reed et al., (2000) on the Hoover
Dempsey Model both utilized characteristics of African American or Black and Hispanic
or Latino families such as low SES, African American parents, urban public schools.
Green et al., (2007) study found low correlations between SES and parent involvement,
although research shows a relationship between family engagement and SES (Lareau,
2002; Shen et al., 2014). Reed et al., (2000) had a high population of African American
parents but did not test the demographics in the study. Although Hoover Dempsey et al.,
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(2005) model clearly denotes the importance of schools allowing mutual decision-making
to engage parents, it does not support the barriers that African American or Black and
Hispanic or Latino families face (Kim, 2009; Baker et al., 2016).
Joyce Epstein's framework is a staple in the education community regarding
parental involvement (McKenna & Millen, 2013). Epstein (1995) highlights six types of
parental involvement:
Type 1 Parenting— assist in creating home environments to support children as
students.
Type 2: Communicating—develop school-to-home and home-to-school
communication
Type 3: Volunteering—parents assist in school
Type 4: Learning at Home—provide information to support parents to meet
academic needs at home.
Type 5: Decision Making— involve parents in the school decision-making
process and help to develop parent leaders.
Type 6: Collaborating with Community—incorporate community resources and
services to build a school-home connection (p. 85).
This framework is a guideline that will assist in the communication between
school and home. McKenna and Millen (2013) conducted a qualitative grounded theory
study on parent voice and parent presence to understand parent involvement in a K-12
setting. In the context of the study, parent voice was a parents' ability to freely express
their experiences from school and home; which included hopes, dreams, and
disappointments, while parent presence was based on "traditional activities" as in
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Epstein's framework and activities that take place at home (Mckenna & Millen, 2013).
This study found that parents sought to have a voice and bring their stories of hardship,
family life, and cultural experiences within family engagement (McKenna & Millen,
2013).
Each part of Epstein's (1995) framework is designed to increase the level of
engagement between parent and school and shift the parent's role from home-based
decisions to be an active participant in the school as a leader, decision-maker, and liaison
with the community. However, research does not support this shift Green et al., 2007;
Reed et al., 2000; Reynolds et al., 2015). As seen in Epstein's (1995), there is a focus on
the types of parental involvement on "traditional events" generally organized by the
school. Although Epstein's (1995) research has been used as a framework to support how
to engage families in family engagement, there are limitations in what constitutes
involvement for African American or Black and Hispanic or Latino families. All six
types of parental involvement are essential, yet Marchand et al., (2019) contends it is
geared toward the white middle to upper-class parents. Reynolds et al., (2015) conducted
a mixed-methods approach to examine how role construction and self-efficacy,
invitations, and life contexts influence the involvement of African American or Black and
Hispanic or Latino families. Data collection included both families and teachers.
Researchers found a lack of integration in the factors of race, socioeconomic status, or
culture based on the six types of parent involvement (Reynolds et al., 2015). Epstein's
framework is limited in including family culture.
Epstein (2010) purports to capture major types of involvement yet lacks the most
crucial piece, which is incorporates the diversity of the parents it is designed to engage
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(Bower & Griffin, 2011). When families do not conform to Epstein's (2010) types of
involvement they are labeled as uninterested or judged by their lack of attendance
(Barajas & Ishimaru, 2016). Bower and Griffin (2011) conducted a case study examining
Epstein's model in a high minority, low-income elementary school. The findings suggest
that the traditional types of involvement activities fail to address the needs of low-SES
families and families of color (Bower & Griffin, 2011). The results further indicated a
need to create new strategies that consider the cultural differences that can hinder how
families demonstrate engagement (Bower & Griffin, 2011). This study suggests there is a
lack of equity in how family engagement is viewed by families, teachers, and principal.
Sheldon and Epstein (2005) also recognized a need for something other than
parental involvement. In a longitudinal study of elementary and secondary schools,
Sheldon and Epstein (2005) examined the connections between family and community
involvement activities and student achievement in mathematics. The findings suggest
home-based activities such as homework were effective. The research supports the need
for schools "to choose which partnership practices are likely to produce specific goals
and how to implement the selected activities effectively" (Sheldon & Epstein, 2005, p.
197). Sheldon and Epstein (2005) and Epstein's (2018) book, School, family, and
community partnerships: Your handbook for action both suggest a need to involve the
family and to create a school partnership. However, there is little research to support the
impact of Epstein's framework on African American or Black and Hispanic or Latino
families, socioeconomic status, culture, or language.
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Family Engagement Explored
In 2015 Every Student Succeeds Act (ESSA) shifted from focusing on the parent
to including families in engagement. This act highlighted some improvements to how
schools could engage parents. Some of the major changes were:
a. Moving from parent involvement to parent and family engagement
b. Ensuring that there is a diversity of parents or family members within the
district to consult and make decisions on engagement policies.
c. Designing programs to support parents and family at home
d. Where possible professional development for the entire school community,
including paras, support personnel, teachers, and administrators on best
practices for engaging families.
It is important to understand the role that Catholic schools play in incorporating
the demands of the ESSA in their schools' mission for family engagement. The Catholic
school's mission calls them to elevate families as the core of family engagement and
instrumental to the school community. (Denig & Dosen, 2013). The principal is the
leader, and the one delegated to provide a vision for the school community (Huchting et
al., 2017). As a leader, developing an "equity-focused partnership" is essential in building
communities that work together to meet the needs of all families in urban schools (Bryan
et al., 2020). School changes can only occur when effective leadership is willing to
change policies and structures that are not conducive to engaging families (Murphy,
2015, Bryk et al., 2010).
In a qualitative study of a small Catholic middle school with grades four through
eight, the researcher examined parent and student perceptions of the school's effort to
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engage marginalized families (Proehl et al., 2017). The findings showed a collective
effort and shared ideas as families "had a legitimate right to question any decision that is
not reflective of the mission" (Prohl et al., 2017). In addition, all stakeholders felt like
they were a part of a family because everyone worked as partners (Proehl et al., 2017).
This aligns with Senge's (1990) learning organization, where all stakeholders have a
collective effort to reach a common goal.
Crea et al., (2015) conducted a study in a Catholic school exploring the strengths
and weaknesses of family engagement with families of color. Although the findings
showed inconsistency in the perceptions of engagement between staff and families, this
weakness enabled the school to develop a plan to improve family-school interactions
(Crea et al., 2015). In a similar study, Shriberg et al., (2012) conducted a study in an
urban Catholic school utilizing Participatory Action Research as a framework to develop
strong community partnerships.
The purpose of the study was to utilize equity to create an effective family-school
practice between the school and a Catholic university (Shriberg et al., 2012). The
participants consisted of parents and family members such as grandparents who attended
activities at the school (Shriberg et al., 2012). The school comprised 99% of students
were African American, 1% were Latino, and 13 teachers, ten of whom were White, two
were African American, and one Latino (Shriberg et al., 2012). The findings showed that
the Participatory Action Research led to creating a new communication system that
drastically improved family-school engagement (Shriberg et al., 2012). Cook and
Simonds (2011) supports the Participatory Action Research framework as it is built on
transparency for all stakeholders. This shows that implementing a focused plan could be
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beneficial to creating a community where all stakeholders want to be a part of
engagement.
Arce (2019) supports the issue of equity in an action research study conducted on
parents' attitudes and beliefs about family involvement and engagement. The researcher
described equity in education as fair and justice (Arce, 2019). Equity as fairness includes
all families regardless of race, socioeconomic status, culture. The researcher sought to
answer: Why are things at this school as they are, and what can be done to improve them?
The findings for parents were increased communication about student progress, resources
to support learning, inclusion in decision making, and interpreters (Arce, 2019). The
findings for teachers were a decrease in the time of professional meetings to do parent
outreach, advance notice of events, and access to interpreters. The researcher outlined an
action plan that included a collective vision, culturally relevant capacity building,
accessible bilingual support from the parent community, and utilizing parents as leaders
to assist in decision making (Arce, 2019). Family engagement extends beyond the
traditional parent involvement methods by acknowledging the cultural and social
resources that African American or Black and Hispanic or Latino families inhabit but go
overlooked (Barajas & Ishimaru, 2016).
Barriers
Despite the efforts of schools to increase family engagement, it is still a challenge
for schools to address the needs of a diverse school community (Arce, 2019; Ishimaru,
2019; Daddis, 2011). Hornby and Lafaele (2011) created an explanatory model of
discussing the barriers to parent participation. First, the individual parent and family
barriers (culture, race, and school transition). Second, parent-school factors are discussed
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(deficit thinking), individual and institutional. Third, societal factors (socioeconomic
issues) and family engagement. Lastly, the role of technology in family engagement will
be discussed in terms of communication, apps, technological tools, and challenges to tech
implementation. This section will use this explanatory model as a guide to discuss the
barriers to family engagement related to African American or Black and Hispanic or
Latino families and equity.
Individual parent and family barriers
Culture. According to Watson and Bogotch (2015), culture may be defined as
how people live. This definition encompasses behaviors, attitudes, traditions, languages,
or customs. These contexts could lead to a barrier that can prevent families from
engaging in school activities or events. In Watson and Bogotch's (2015) study of eight
school leaders' perceptions of minority parent involvement in urban schools, research
showed language was a challenge for administrators. One of how leaders wanted to
address language as a barrier was for parents to learn English and be mandated to attend
workshops about resources (Watson & Bogotch, 2015). Findings also showed some
leaders sought to provide extra support to African American or Black and Hispanic or
Latino families through speaking their native language and following up through phone
calls (Watson & Bogotch, 2015). Despite the language barriers, immigrant families
move to the United States to provide better opportunities for their families (Baird, 2015)
and want their children to succeed academically (Stacer & Perrucci, 2013; Goodall &
Montgomery, 2014).
Vera et al., (2012) conducted a study of 239 parents of English learners
representing 28 different cultural backgrounds to examine the relationships among
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specific barriers and facilitators of parent involvement and types of school involvement.
According to Vera et al., (2012) family’s’ cultural values or beliefs can influence how
they engage in their child's education. Schools may be challenged to create partnerships
with "culturally and linguistically diverse" families because multiple languages could be
represented in a school body (Despain, 2018; Marschall and Shah, 2016). Vera et al.,
(2012) found that culture, language, and unfamiliarity with the school system were
among the top barriers. Families were most involved in monitoring children's homework
and talking with children about their day. In addition, Vera et al., 2012 found that parentto-child communication was best predicted by "parental aspirations, negative experiences
with school personnel, and perceptions of school climate." The need to conform to the
new norms, generally "white norms," lends to devaluing culture and belonging for
African American or Black and Hispanic or Latino families (Ladson-Billings, 2014).
In a qualitative study exploring barriers for the performance of English language
learners conducted by Good et al., (2010), the research found that families were inclined
to communicate when their culture was respected, which led to an increase in student
outcomes. Participants included teachers and families of Hispanic ELL students, which
accounted for 65% of the district's population. The findings identified barriers such as
communication gaps, culture clashes, and lack of support for ELL parents (Good et al.,
2010). Planning for nontraditional parent-teacher conferences for African American or
Black and Hispanic or Latino families may require, as Good et al., (2010) suggests,
teacher preparation and liaisons to serve as interpreters or translators.
Race and Racism. There is a clear contrast in family engagement for African
American or Black and Hispanic or Latino families and their white counterparts, showing
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that white families participate in more school-based activities than African American or
Black and Hispanic or Latino families (Marschall and Shah, 2016; McGill et al., 2012;
Lareau, 2011). In a longitudinal study of parents from Black, Latino, and White schools,
Marschall and Shah (2016) examined efforts of schools to engage parents. Findings
showed that school leadership is instrumental in setting the tenets of family engagement
because their actions can set the standard and establish a culture of acceptance and
understanding for all stakeholders (Marschall & Shah, 2016). According to Marschall and
Shah, (2016), predominantly White schools have higher levels of family engagement and
require fewer initiatives to promote participation. However, for African American or
Black and Hispanic or Latino families, schools need to make an effort to engage parents
by providing occasions for engagement and encouragement to participate (Marschall &
Shah, 2016).
In a longitudinal study conducted by McGill et al., (2012), researchers examined
the relationship between African American or Black and Hispanic or Latino youths'
perceptions of the public's opinion of their racial/ethnic group and parent academic
involvement. The findings showed that families of the African American or Black and
Hispanic or Latino youths had conversations about race and encouraged students to do
well and supported them academically amidst issues of racism (McGill et al., 2012).
This aligns with Lareau (2002, 2011), who conducted a 10-year ethnographic
study surrounding the effects of social class on interactions inside the home. Lareau
(2002, 2011) concluded, "issues surrounding the prospect of growing up black and male
in this society were threaded through Alexander's life (black male) in ways that had no
equivalent among his middle class, white male peers" (p. 760). Lareau (2002, 2011)
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points out that childrearing practices for black families were drastically different from
white families in that conversations of race were a part of their daily language. African
American/Black families prepared their children for encounters of racism and how to
conduct themselves if they were stopped by the police (Lareau, 2002, 2011). This
dialogue instilled pride and empowered students to be prepared for societal structures that
may lead to inequality. Based on the findings, some other noticeable differences were
that the children from the White families had a feeling of entitlement, confidence in their
voice being heard, and the ability to reason with parents or other adults (Lareau, 2002,
2011). In sharp contrast, children from the Black families did not feel entitled and felt
they needed to work hard to get anything, they were not confident in spaces of authority
(teachers or adults in power), and they didn't get to reason with parents or have choices;
they were directed (Lareau, 2002, 2011). These challenges can lead to a decrease in
family engagement due to mistrust of teachers and administrators (Hornby & Lafaele,
2011).
In a comparative case study of 11 African American males on racial
microaggressions, Hotchkins (2016) found that race played a prominent role in how
teachers and administrators treated students. These first-hand accounts support the need
for change as race and racism are prevalent in our schools and pose a threat to future
outcomes (Hotchkins, 2016). In another case study of ten African male students on the
role of racism on student success, Howard (2008) states, "acts of racism in schools are
innocent, subtle, and transparent, but harmful nonetheless" (p. 977). The research
supports that students are confronted with racism which affects learning as there is a
constant need to clarify misrepresentations (Hotchkins, 2016). Hotchkins (2016) research
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also supports that students were looked at differently due to the music they liked or the
company they kept. They did not want to share their cultural music for fear of being
looked at negatively by teachers.
Teacher and administrator perceptions of families can interfere with the support
of African American or Black and Hispanic or Latino families. Bertrand et al., 2018
conducted a mixed methods multi-phase analysis of surveys of 667 elementary principals
and 34 interviews. The majority of the students enrolled identified as Latinx, African
American, or Native American. The study explored the ways principals create conditions
that support family participation in workshops (Bertrand et al., 2018). The findings of this
study support the need for protocols for African American or Black and Hispanic or
Latino families to be engaged in school events. Principals provided structural support for
family engagement and discussed the goals of workshops for families of racially and
linguistically diverse student populations and low-income families (Bertrand et al., 2018).
However, some principals maintained deficit assumptions that could limit their role in
decision-making. In order to engage families, teachers and administrators need to
recognize their part in the story of racism in order to develop practices of inclusion.
School Transition. Taking off from work to attend events may pose an undue
burden on families as they are working to provide for their families. Middle school itself
also creates its own challenges for parents and students. Families ideals about
participating in school events lessen as students attend middle school due to student
developmental changes (Garbacz, 2019), middle school expectations and curriculum (Li
& Fischer, 2017; Hirano & Rowe, 2016), as well as acclimating to the overall middle
school environment (size/multiple teachers) (Hill & Tyson, 2009; Murray et al., 2014).
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In addition, families may struggle to help their child academically as the subject
matter is more challenging (Lam & Ducreux, 2013). Lam and Ducreux (2013) conducted
a descriptive-exploratory research study of parents of a predominantly Hispanic middle
school. The study examined the relationship between academic achievement and parental
influence. One major finding showed a link between communication between family and
child and student achievement (Lam & Ducreux, 2013). Another finding showed that
families sharing values and having expectations for education leads to student confidence
(Lam & Ducreux, 2013). Despite parents' level of achievement, they still have high
aspirations for their child's success (Fan & Williams, 2010; Lam & Ducreux, 2013).
Romero et al., 2014 conducted a study that examined academic and emotional
functioning throughout the middle-school period and whether there was a change from 6
to 8th grade. One hundred fifteen middle-school students at a suburban public school
participated. The demographics showed 37% white, 36% Asian American, 6% Latino/a,
1% Native American, 2% African American, and 16% multiracial; 2% unreported, 9%
classified as socioeconomically disadvantaged, and about 13% are English learners. The
findings showed that students who thought intelligence could be developed would do
better academically over time than students who did not (Romero et al., 2014). The same
was true with students being able to control their emotions. This research supports that
students begin to develop some degree of autonomy in middle school (Daddis, 2011;
Romero et al., 2014).
Student autonomy has been linked to decreased family engagement (Daddis,
2011; Hill & Tyson, 2009; Hong et al., 2010). There is a shift in how both family and
child perceive engagement at the middle school level. In a cross-sectional design study,
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Daddis (2011) conducted two studies that examined adolescents' personal autonomy
beliefs and their perceptions of peer autonomy in middle school and high school. The
findings from Study 1, which sampled 527 adolescents (M = 15.40 years), found that
adolescents desired increased autonomy over personal issues rather than moral issues
(Daddis, 2011). The findings from Study 2 sampled 170 early adolescents (M= 13.39
years) and utilized a longitudinal design to draw further conclusions that adolescents'
autonomy was related to peer perceptions (Daddis, 2011). This research supports the idea
that as students advance grade levels, family participation drops to support autonomy
(Daddis, 2011). Although this study supports the challenge to family engagement
regarding student autonomy, it does not directly address the African American or Black
and Hispanic or Latino families. This study was conducted in a predominantly suburban
school, with 87% white student population.
Murray et al., (2014) conducted a qualitative study with 44 African American
families that explored barriers and facilitators to school-based parent involvement (SBPI)
in an urban public middle school. The findings of this study showed the barriers of SBPI
were teacher invitations being based on an adverse event (behavior), insufficient notice or
inconvenient times of events (during work hours), work and schedule, and ineffective
PTA (Murray et al., 2014). Children invitations to school for a problem (with a student or
teacher) or behavior concerns was the greatest facilitator for parent participation (Murray
et al., 2014; Ghazi et al., 2010). These findings are consistent with other research on
student autonomy (Daddis, 2011), where the child makes a decision to involve the
parents.
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Parent-to-adolescent relationships begin to change as students want to be less
dependent on the family, and families begin to negotiate their engagement in the
educational process (Hill & Tyson, 2009). This is supported in a meta-analysis of 50
studies conducted by Hill and Tyson (2009) on parental involvement in middle school to
determine which types of parental involvement are related to achievement. The metaanalysis of the correlational studies demonstrated a positive relationship between parental
involvement and achievement in middle school. Parental involvement in the form of
academic socialization had the strongest and most positive relation and helping with
homework has the strongest negative association with achievement (Hill & Tyson, 2009).
According to Hill and Tyson (2009), parents perceive a students' need for autonomy to
decrease home and school activities engagement. However, academic socialization is a
way for parents to be engaged, through setting guidelines for educational success, realworld conversations, future goals for school and work, and setting plans to reach their
goals (Hill & Tyson, 2009).
Few current studies address middle school family engagement and recognize the
impact on African American or Black and Hispanic or Latino families. Archer-Banks and
Behar-Horenstein, (2008) conducted a qualitative study using focus groups; to determine
the factors that influence African American parents' involvement in their children's
middle school experiences. The findings showed that the participants wanted to be
engaged. However, participation was hindered due to family structure and socioeconomic
status, school personnel's expectations of parents, and the practices and policies of middle
school personnel (Archer-Banks & Behar-Horenstein, 2008). In addition, findings
showed families would be more engaged if there were high expectations for African
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American students. Schools created an environment that was premised on families caring
about their child's education (Archer-Banks & Behar-Horenstein, 2008). The stigma
associated with African American or Black and Hispanic or Latino families who do not
attend events or parent teachers’ conferences, has an adverse effect on their participation
(Yoder & Lopez, 2013; Stacer & Perrucci, 2013; Goodall &Montgomery, 2014; Reed,
2020).
In a related study Inoa (2017) conducted a study of 21 middle-class Latino
families. The study examined parental involvement dynamics. The results were aligned to
previous studies (Hill & Tyson, 2009; Daddis, 2011), which show academic socialization
was a key component in the family life of Latino families (Inoa, 2017). It also showed
that childrearing strategies focused on children's autonomy, emotional well-being, and
career choices (Inoa, 2017). There is a consensus in research that although poor and
working-class Latino families face barriers such as schedules, English proficiency, lack
of familiarity with the school system, and sometimes legal status (Inoa, 2017; Marrero,
2016), they still utilize their cultural capital to help their children be successful (Vera,
2015; Watson & Bogotch, 2015; Ladson-Billings, 2014; Yosso, 2005).
Parent–School factors
Deficit Thinking. According to Walker (2011), deficit thinking is "blaming
school failure for minority students on the students' lack of readiness to learn in the
classroom, the parents' lack of interest in their education, and the families' overall
lifestyle" (p. 577). Research shows there is a connection between deficit thinking and the
academic success of African American or Black and Hispanic or Latino families; as
educators use deficiencies in culture, language, and socioeconomic status in African
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American or Black and Hispanic or Latino families and their families as reasons for
academic failure (Kennedy & Soutollo, 2018; Walker, 2011; Ladson-Billings, 2014;
McKay & Devlin, 2015). The dehumanization associated with deficit thinking affects
family engagement and presents families in a negative light by suggesting they are not
concerned or do not care (Mapp & Hong, 2010). It is crucial for educators and leaders to
recognize the long-term effects of deficit thinking when building a trusting environment
for engagement.
Nelson and Guerra (2014) speak to this existing problem of teacher deficit in a
qualitative study of 111 teachers and educational leaders. The sample consisted of 73
educational leaders and 38 teachers from two suburban school districts, both facing a
change in demographics from an all-white student population to one that is more
ethnically and economically diverse (Nelson & Guerra, 2014). In one school, 58% of the
student population is White, 23% Hispanic, 10% African American, and 10% other. In
the other school, the student population was 72% White students, 18% African American,
2% Asian and Hispanic Americans, 1% American Indian, and 5% multiracial. However,
90% of the teaching staff and administration in both districts are White. Nelson and
Guerra (2014) "examined educator beliefs related to culturally, linguistically, and
economically diverse students and families along with participants' knowledge of culture
and its application in practice" (p. 67). This study confirms the role deficit thinking has
on educational leaders and teachers as the results showed eighty (72%) out of the 111
educators exhibited one or more deficit beliefs about students and families of diverse
backgrounds (Nelson & Guerra, 2014). The following categories were used, culturally
responsive one (>1%), culturally aware three (3%), general awareness of culture forty-
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nine (44%), little awareness of culture forty-three (39%), culturally unaware fifteen
(14%). Nelson and Guerra (2014) also highlighted the connection to deficit thinking and
teacher preparation programs suggesting that although teachers participate in training, it
does not adequately prepare them to work with African American or Black and Hispanic
or Latino families or assist in communicating with families with cultural understanding.
The teacher and parent relationship are at the core of family engagement
(McKenna & Millen, 2013; Reynolds et al., 2015; Barajas & Ishimaru, 2016). There are
many pitfalls to communication between family and teacher; that exist long before they
even meet. Families and teachers can perceive family engagement very differently,
causing a disconnect in communication. In a year and a half explorative case study on
Somali families in a public school, Matthiesen (2017) examined the "silence" of
immigrants and refugees in parent-teacher conferences. It is thought that this silence
stems from a cultural process; however, the research findings show a connection to an
institutional and interactional process (Matthiesen, 2017). There is a difference in how
teachers and families position themselves in the parent- teacher conference dialogue,
which provides a catalyst for "silence." The teacher is considered the expert who gets to
speak, who decides what will be discussed, designates the place (the school), functions as
a host, steers the conversation, uses high-level language, sets the time limit, and has firsthand knowledge of what goes on in school (Matthiesen, 2017). Whereas the family is the
listener, waiting for a turn to speak, functions as a guest and not an equal, seeking
answers but feeling diverted, and not wanting to have a conflict when something is said
but there is no time to discuss the situation (Matthiesen, 2017).
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Family engagement is premised on collaboration with equal participation and no
fear of judgment or being devalued (Shim, 2013). In a qualitative study Shim, 2013
explored the interactions between ELL parents and teachers in a middle school. The
student population consists of 26.6 % Hispanic, and Asians and Native Americans
account for 4.1%. Over 15% of the students live in a household where parents speak
another language. According to Shim (2013), ELL parent-teacher interactions were
looked at through a culture where ELL parents were considered marginalized compared
to white teachers (Shim, 2013). Generally, there is a precedent of power and authority
between African American or Black and Hispanic or Latino families and their white
counterparts (Shim, 2013). The teacher population in the middle school studied was
predominantly white. This is aligned with current demographics in public schools; as
NCES showed in 2017-2018, about 79% of public-school teachers were white. In that
same year, about 31 percent of all public-school students were minority students,
comprising about 75 percent of the student population (NCES, 2017-2018). Research
refers to this as a "cultural mismatch" where there is a gap in race, culture, and
experiences between teachers and families (Carothers et al., 2019), which can affect
communication between families and teachers (Jimenez-Castellanos & Gonzalez, 2012).
According to Shim (2013), ELL parents did not feel like their voices were being heard or
mattered in conversations with teachers and feared consequences if they spoke out about
an event or situation. The research also found that some ELL parents felt discouraged and
isolated Shim's (2013) and degraded by the perception of teachers that they did not care
or want to help their child achieve (Despain et al., 2018; Horsford & Holmes-Sutton,
2012).
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This is supported in a qualitative study by Watson and Bogotch (2015), which
researched the perceptions of eight school leaders of minority parent involvement in
urban schools. The findings confirm there were common misconceptions in the
expectations of minority families based on systematic views of leaders such as lack of
concern (Watson & Bogotch's, 2015). Watson and Bogotch's (2015) research showed
that administrators recognize the challenges faced by low-income families. The
challenges of work schedules and time constraints led administrators to believe parents
were not focusing on the students' work and noted that children were required to do jobs
other than schoolwork such as household chores or watching siblings as parents worked
(Watson & Bogotch, 2015).
The perceptions African American or Black and Hispanic or Latino families have
on teachers can exist due to unnoticed actions on the part of the teacher, which is aligned
with not only deficit thinking but also implicit bias. Walker (2011) conducted an
interpretive qualitative study of ten elementary school teachers working with
predominantly African American students in a large urban school district. The racial
breakdown of the ten teachers is as follows: four White, two African American, two
Hispanic, two biracial as Hispanic, and two White. Walker (2011) analyzed the teachers'
perceptions of their African American students to study ways to prepare teachers to help
African American or Black and Hispanic or Latino families to be successful. The findings
from this study showed the need for teachers to look at their own implicit biases and
prejudices and recognize students' culture as a foundation for learning rather than a
disadvantage (Walker, 2011). Teachers were successful in meeting the academic needs of
students but, due to deficit perspectives, were unable to see longstanding outcomes of
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success for African American students (Walker, 2011; Kalyanpur & Harry, 2012;
Cooper, 2009; Reynolds et al., 2015; Wilson, 2019; Valencia, 2010).
Wassell et al. (2017) research support that teacher perceptions of family
involvement of ELL students can impact student outcomes. In STEM classrooms in an
urban middle school, teachers perceived families as good or bad based on whether they
attended school events such as parent teacher conferences or helped with homework
(Wassell et al., 2017). This is a limited view of family engagement, yet it defines how
parents are perceived. In one case, a Latina teacher was considered a "teacher stalker"
because she made communication a priority. She spoke in the family's native language,
she knew about their personal lives, she gave them access to her cell number, and she
would communicate frequently. This translated into academic success for the student as
the family-teacher bond was established with respect, equity, trust, and without bias
(Wassell et al., 2017).
Societal factors
Socioeconomic. Family socioeconomic status is another barrier to family
engagement (Shen et al., 2014) that can prevent parents from attending parent teacher
conferences. The Census Bureau Data (2019) showed the poverty rate for African
Americans was 18.8%, Hispanics 15.7%, Asians 7.3%, Whites 9.1%. African American/
Black and Hispanic/Latino families are at a socioeconomic disadvantage which could
directly affect family engagement.
In a longitudinal study, Frew et al. (2012) examined the effect of school-initiated
family outreach activities on family involvement in school. Participants and data for this
study were drawn from the SEELS, a nationwide study to investigate the needs,
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experiences, and outcomes of students with disabilities of 3,138 participants. The
findings confirmed lower participation in African American or Black and Hispanic or
Latino families with low SES than White parents even in instances of school outreach
programs (Frew et al., 2012). Overall, the research showed that families were more
involved in school events when there were frequent family outreach activities (Frew et
al., 2012). The findings also confirmed what other research has shown that there is less
family participation in older students (Garbacz et al., 2019), parents of White families
participated more than African American or Black and Hispanic or Latino families (Frew
et al., 2012), and families of higher SES levels were more involved than families of lower
SES levels (Frew et al., 2012; Despain et al., 2018; Horsford & Holmes-Sutton, 2012).
Gonzalez and Jackson (2013) also conducted a longitudinal study using NCES
data to investigate how schools engaged families within different socioeconomic statuses.
The findings support that the school's ability to embrace the culture of their population
and speak in norms that are consistent for all has presented some challenges, especially
between average school socioeconomic status (Gonzalez & Jackson, 2013).
Understanding the impact of African American or Black and Hispanic or Latino families'
voice and culture could develop a partnership meant to be developed through family
engagement.
Lechuga-Peña and Brisson (2018) conducted a qualitative study using a grounded
theory approach that explored school-based family involvement barriers experienced by
nine low-income mothers living in a large public housing neighborhood. Findings
included three main barriers: differences in language and culture, deficit perspectives
from teachers and families, and a single parent (Lechuga-Peña & Brisson, 2018). These

47

barriers led to perceptions of families not wanting to be engaged and left families
discouraged (Lechuga-Peña & Brisson, 2018). One family shared how her children had a
field trip on the same day, and despite her wanting to attend both, she was unable to. This
presented a challenge in meeting multiple children's needs and attending school events
(Lechuga-Peña & Brisson, 2018).
Similarly, the feeling of marginalization was also seen in a qualitative study
conducted by Yoder and Lopez (2013) using a grounded theory approach to examine
families’ perceptions of their ability or inability to be involved in their children's
education. The families resided in public housing. Results showed that families are eager
to be engaged in education but often fail to become actively involved because they feel
unwelcomed (Yoder & Lopez, 2013). In addition, barriers became a challenge for
families to overcome (Yoder & Lopez, 2013).
Williams and Sanchez (2012), in a qualitative study of inner-city parents, discuss
the importance of identifying the challenges minority families face in being involved in
their child's education. This study sought to understand the perceptions of family
involvement and lack of family involvement at a predominantly African American innercity high school. Qualitative interviews were conducted with 15 families and ten staff at
an inner-city public high school. This study was conducted at a large urban school district
in the Midwestern region of the United States, composed of 92% students of color,
almost half of whom were African American (47%), with the majority from low-income
families (86%). Similarly, the ways in which school personnel communicated with
families influenced participation (Williams & Sanchez, 2012). According to Williams
and Sanchez (2012), families and school personnel agreed that participation inside and
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outside of schools represented family engagement. However, there was no consensus on
other activities that constitute engagement (Williams & Sanchez, 2012). Families
considered uninvolved were still labeled as unconcerned (Williams & Sanchez, 2012;
Despain et al., 2018; Horsford & Holmes-Sutton, 2012).
In Shiffman's (2013) study on how families juggle going from welfare to work,
findings showed families chose to take care of their household needs before engaging in
school activities. This choice of providing for their families instead of going to a school
invitation presented feelings of disappointment (Shiffman, 2013). This exploratory
qualitative case study explored the experiences of families transitioning from welfare to
work while receiving community services (Shiffman, 2013). The participants consisted of
12 parents, eight educators, and five social service professionals. This study supports the
need for family engagement initiatives to consider how to meet the needs of low
socioeconomic families, which allows for the opportunity to work and engage in their
children's education (Shiffman, 2013). Families developed self-efficacy and were
engaged more when they had a job. However, because they had a job, it enhanced their
ability to improve their livelihood but limited their involvement (Shiffman, 2013).
Families used knowledge from their training, social networks, and the workplace to help
support their children with homework and school interactions (Shiffman, 2013).
Socioeconomic status leads to a lack of access to resources needed to engage with
schools (Yoder & Lopez, 2013). This may mean that families do not have childcare or
transportation (Marshall & Shah, 2016) to attend parent teacher conferences. Most events
are scheduled without regard for scheduling conflicts or issues surrounding
socioeconomic status (Lechuga-Peña & Brisson, 2018). The burden of meeting work and
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home responsibilities can hinder family engagement (Shiffman, 2018). The impact on
families may mean working multiple jobs, longer hours, and lack of autonomy in
choosing a schedule or taking time off (Williams & Sanchez, 2012). This can greatly
impact a family’s ability to check homework, attend events, and communicate with
teachers (Froiland et al., 2012; Jeynes, 2011; Hamlin & Flessa, 2018).
Technology and Family Engagement
Communications through email, messaging, and other web-based formats have
become a staple in schools as they try to get information to families in real-time (Murray
et al., 2014; Olmstead, 2013; Can, 2016). There is also an increase in home internet
access. The Condition of Education data showed that in 2018, 94 percent of 3- to 18year-olds had home internet access; 88 percent had access through a computer, 6 percent
had access only through a smartphone. In addition, the percentage of 3- to 18-year-olds
with home internet access was higher for those in higher-income families (NCES, 2020).
Access to technology in the home may increase opportunities for schools to communicate
with parents.
Digital Communication
There still is a digital divide among African American or Black and Hispanic or
Latino families and their white counterparts in terms of socioeconomic status that leads to
limited access to technology (Patriakou, 2016; Thompson et al., 2015; Olmstead, 2013).
The current format of parent teacher conferences does not meet the needs of all families
(Davidovitch & Yavich, 2016). In a mixed method study conducted in Israel, with 107
participants, of which 58 were parents, and 49 were teachers, the researchers sought to
examine whether the use of computer-assisted communication increased family
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involvement, which in turn increased family understanding (Davidovitch & Yavich,
2016). The findings showed a correlation between computer-assisted teacher-parent
communication and family involvement, which increases family involvement in events in
the class and at school. Based on these findings, there was a call to reevaluate the
structure of the current face-to-face model of parent teacher conferences (Davidovitch &
Yavich, 2016).
Karal & Kotoc (2010) examined stakeholder perceptions of videoconferencing for
parent teacher meetings in Turkey in a related study. There were two separate studies, the
first with high economic status families and the second with low economic status. Overall
the findings showed parents liked the flexibility and felt they would participate more
without interference with work or time constraints (Karal & Kotoc, 2010). The first group
was resistant to participate, and only 2 of the five teachers conducted the
videoconference. The second group was eager to participate; even the teachers solicited
parents to attend. In one family, both parents were teachers and had parent teacher
meetings at the same time as their children. They appreciated the opportunity to still meet
with the teacher through video conferences and the flexibility in their schedule (Karal &
Kotoc, 2010). In contrast, a teacher wanted face-to-face meetings so a parent could "see
their child's classes and sit in their seats" (Karal & Kotoc, 2010).
Thompson et al. (2015) conducted a mixed methods study with 1,349 parents on
communication modes preferences through technology. There were 56 schools
participating in a survey (38 elementary schools, 11 junior high schools, six high schools,
one alternative school). The racial/ethnic distribution was primarily Caucasian (90.7%).
The research showed that although parents chose email as the most used mode, they were
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also opened to text messaging and social media (Thompson et al., 2015). The finding
from this study showed the possibility of different modes of parent–teacher
communication as smartphones have become convenient for families to use (Thompson
et al., 2015).
The technology could provide flexibility in schools communicating with parents
(Olmstead, 2013; Karal & Kotoc, 2010; Can, 2016). Olmstead (2013) conducted a mixed
methods study to analyze the relationship between parents' and teachers' perceptions of
student achievement using technology. The study revealed that parents and teachers both
viewed proactive engagement as positive (Olmstead, 2013). Proactive involvement
allows parents to interact with teachers outside of the school (Olmstead, 2013). This
study could set a foundation for technology in family-school communication (Olmstead,
2013).
Apps and Tech Tools
Schools have used apps and tech tools as a form of communication to engage with
families (Arrastia-Chisholm & Tackett, 2020; Olmstead, 2013; Blau & Presser, 2013).
Beecher and Buzhardt (2016) studied the implementation of a new app for family teacher
communication. The participants were from culturally diverse and economically
disadvantaged families and included four teachers, ten parents, and ten children. The
researchers examined the impact of the TIES app on communication. This research
concluded that introducing a technological tool needs to be usable and feasible for
parents to improve family engagement (Beecher & Buzhardt, 2016). In order to address
the need of non-English speaking parents, a translator should be provided (Beecher &
Buzhardt, 2016).
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In a related study, Can (2016) conducted a quantitative survey to examine parents'
views on mobile apps as communication tools between parent and teacher. The findings
showed the app as an effective tool for communication with both parents and teachers
due to ease of use and connection (Can, 2016). Ball & Skrzypek (2019) explored a
technology-based intervention to increase student and family engagement in school using
a quasi-experimental pretest-posttest design. Students participated in a classroom-based
one-to-one program, and some were provided tablets and broadband access. Findings
show greater parent perceptions of school support but no change in school empowerment
or overall experiences (Ball & Skrzypek, 2019). These findings can support technological
interventions to influence engagement (Ball & Skrzypek, 2019).
A study by Watson and Bogotch (2015) on leaders' perception of parent
involvement research showed leaders had a negative view of the barriers and family
engagement practices. Leaders were concerned about offering technology and parents not
using it, such as Skedula. This shaped leaders' perception that parents thought schools
were babysitters and did not take responsibility for their part of the engagement process
(Watson & Bogotch, 2015). However, research supports that families are engaged
(Williams & Sanchez, 2013; Despain et al., 2018).
The availability and convenience of smartphones make them a viable solution to
enable African American/Black and Hispanic/Latino families to be a part of school
events. Shin and Seger (2016) conducted a study of parents' and students' use of blogging
to support academic and social goals. The researchers contend that families with low SES
or no college experience used smartphones with more frequency because they lacked
home computers (Shin & Seger, 2016). The nontraditional modes of parent teacher
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conferences using apps on a smartphone could aid African American or Black and
Hispanic or Latino families to be still engaged with teachers.
Challenges to tech implementation
Challenges to technology implementation or use were seen during the pandemic
as African American or Black and Hispanic or Latino families, and low-income
households did not have access to tools for learning (Onyema1 et al., 2020). In addition,
Karal and Kokoc (2010) described challenges with implementing video conferenced
parent teacher meetings. The study showed connection issues during the meeting that
caused no audio, distortion, and loss of internet connection (Karal and Kokoc, 2010).
Speech distortion caused participants to have to repeat responses. Another issue is
unfamiliarity with the technology, which left multiple people talking or people not
knowing how to talk. Lastly, there could be problems with the equipment, such as laptop
settings or computer lagging (Karal & Kokoc, 2010). One participant suggested having
training on tech issues and the videoconferencing process (Karal & Kokoc, 2010.
Although the use of technology has its benefits, it is essential to ensure that all
stakeholders have access and know how to use the tech tools effectively (Beecher &
Buzhardt, 2016; Karal & Kokoc, 2010).
A Gap in the Research
There is a lack of research on using technology or other web-based approaches to
conduct family engagement focusing on the equity of African American or Black and
Hispanic or Latino families. In addition, based on the review of literature, there is also a
gap in the research on how middle school teachers and administration conduct family
engagement in a way that addresses the barriers that add to the challenges faced by
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African American or Black and Hispanic or Latino families as they transition from
elementary school. There is a wealth of research addressing school-based parent
involvement (Baquedano-López et al., 2013; Bower et al., 2011; Christianakis, 2011;
DeSpain et al., 2018; Goodall & Montgomery, 2014; Epstein, 1995). The shift from
parent involvement to family engagement research supports a need for schools to
incorporate the cultural wealth of communities of color into family engagement
initiatives (Yosso, 2005; Gonzalez and Jackson, 2013; Wassell et al., 2017; Walker,
2011).
This study seeks to combine multiple elements of the discussion: a shift from
school-directed events to family collaborative events, use of technology to engage
families, the utilization of community cultural wealth, all with a lens of equity and a
focus on the middle school families. This merging of concepts can add to the research by
encouraging schools to create a family engagement program that meets the needs of
diverse families.
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CHAPTER 3
Introduction
This chapter details the data collection and analysis, methods, and procedures in
this study. Miles et al. (2014) stated a major component of qualitative data collection
focuses on everyday events in natural environments, which gives researchers a glimpse
into lived experiences. This study focused on the experiences of a group of families,
teachers, and a principal in an urban Catholic middle school in the Southeastern part of
New York. This study utilized an instrumental case study. Stake (1995) describes an
instrumental case study is utilized when a researcher is interested in studying a particular
case to understand a broader context. In this study, the specific case used nontraditional
methods of communication to understand the broader context of family engagement and
its implications of equity. The study gathered information to perform an in-depth study of
nontraditional methods of communication through the use of technology.
Methods and Procedures
Methodology
The case study selected applied to the current study by focusing on a particular
context such as family engagement within a middle school setting. Family engagement is
a complex topic in which there are multiple ways it can be viewed. It can be broken into
various parts, such as home vs. school or the impact of the multiple barriers faced by
African American or Black and Hispanic or Latino families. This study understood
family engagement as it is related to the communication between parent and school,
implications of equity, and the use of technology. The overarching focus was family
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engagement, but it encompassed many facets, such as using technology such as Zoom
and Google Meet.
Due to the focus on a particular group and place, a case study was the best
qualitative design. The data collected for this study included teacher focus groups,
family, principal, and teacher interviews, and public documents, which gained a complete
picture of all stakeholders' lived experiences. This case study was specific to a set of
families, teachers, and a principal in a single urban Catholic middle school within a
school semester.
Research Questions
This study explored family and school perceptions of nontraditional methods of
communication as a form of family engagement through a lens of equity. The following
research questions drive this study:
•

What are key educational stakeholders' (families, teachers, administrators)
perceptions of nontraditional methods of communication such as using
Zoom and Google Meet as a tool for family engagement?

•

What perceived effect does the new technology have on the type and
levels of engagement?

•

What perceived impact does the new technology have on equitable family
engagement?

Setting
This study was conducted in an urban Catholic middle school located in the
Southeastern part of Queens, New York. It was selected due to its family, teacher, and
student demographics, which aligns with this case study's objectives. This information
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assisted in gaining the perceptions of schools (teacher and principal) and families that
were African American or Black and/or Hispanic or Latino. As shown in Table 1, Target
School in 2018-2019 had a total student population of 281, and the ethnicity consisted of
African America 71%, Hispanic 6%, Two or more races 7%, White 2.5%, American
Indian/Alaska .4% and Unspecified 13% (NCES, 2018). Approval to perform this study
within this school was granted through an email with written permission from the
principal (Appendix J).
Table 1
Enrollment Data Target School
Demographics
African American
Two or more races
Hispanic
White
American Indian/Alaska
Unspecified
Total Population

(n)
200
19
17
7
1
36
281

%
71.2
6.8
6.0
2.5
.4
12.8
100.0

Participants
This case study focused on the perspective of the family and the school-level
stakeholders. It made the data more reflective as it provided information on current
practices and first-hand accounts of family engagement within the school. This case study
used purposeful sampling. This type of sampling, according to Creswell (2009), is used
because it will identify those who "will best help the researcher understand the problem
and the research question" (p. 178). Purposeful sampling was used to develop an
understanding of the perspectives of a body of participants to draw conclusions about a
specific educational reform or initiative. In this case, stakeholders (families, teachers, and
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the principal) involved in family engagement practices, specifically virtual conferences,
participated in this study. Families and teachers were invited to participate in the study
through a recruitment flyer (Appendix K, Appendix L). This type of sampling is aligned
with Miles et al. (2014), which confirmed qualitative researchers use small samples of
participants who are "nested in their context" (families, teachers, and the principal within
family engagement), which provided a detailed account of their experiences. Each
participant that agreed to be a part of the study completed an electronic informed consent
form (Appendix B, Appendix C). Three families (Table 2), four teachers, and one
principal (Table 3) participated in the study.
Table 2
Family Participants
Participants

Ethnicity

Family 1
Family 2
Family 3

African American
African American
Italian

Table 3
School Participants
Participants

Ethnicity

Years of Teaching (n)

Teacher 1
Teacher 2
Teacher 3
Teacher 4
Principal
Focus Group 1
Teacher 1
Teacher 2
Focus Group 2
Teacher 1
Teacher 2

White
African American
Middle Eastern
White
White

15 and above
15 and above
5 -15
15 and above
15 and above

White
African American

15 and above
15 and above

Middle Eastern
White

5-15
15 and above
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The practice of conducting qualitative research allowed a clearer development of
the perspectives of the stakeholders through one on one interactions. Teachers had
different views of family engagement shaped by experience. The principal's viewpoint
was essential because it is their job as the school leader to evaluate, develop, plan, and
implement new initiatives for family engagement. The family's perspective was included
because family engagement was predicated on the parent's needs, and these needs became
the foundation of initiatives on family engagement. This brought a clearer view of
perceptions of nontraditional methods of communication as each perspective provided a
collective view of family engagement and the factors that shaped it.
Data Collection Procedures
Focus groups
The focus groups assisted participants in sharing ideas freely because of the
informal setting (Lune & Berg, 2017). The researcher conducted two teacher focus
groups. Due to the small sample size, teachers were not divided by years of teaching (0-4,
5-15, 15, and over). According to Lune & Berg (2017), focus groups with people with
similar experiences allowed participants to support one another and bring confidence to
the group. Each teacher groups' perspective was invaluable because their teaching
experience spanned over years of new initiatives, policies, and family engagement
programs. In addition, according to Nelson and Guerra (2014), new teachers may have
participated in teacher preparation courses on cultural responsiveness as opposed to
teachers with more experience. This training affected how each group perceived family
engagement of African American or Black and Hispanic or Latino families.
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As Lune and Berg (2017) suggested, a "shared experience," in this case family
engagement, provided common ground that aided in facilitating discussion. This
information gathered helped discover answers to the research questions due to the openended nature of the questions. A standard set of questions were asked by the researcher,
as Lune and Berg (2017) suggested, to stimulate discussion in a group. However, there
were additional questions depending on the group conversation.
A focus group protocol was utilized for all participants consisting of semistandardized questions to gather interview participants' perceptions of nontraditional
methods of communication in an urban middle school through a lens of equity (Appendix
G). Due to the COVID-19 pandemic, all focus groups were conducted remotely using
Zoom. The focus groups included dialogue on family engagement, parent-teacher
conferences, and technology. Each group began with norms that detailed how the group
was conducted (Lune & Berg 2017). The researcher started with an open question about
family engagement overall, and any participant responded. This was followed by
additional questions that each participant answered and responded to each other. All
responses were safe in that there was a respectful disagreement of ideas, but all responses
were valued. Participants were made aware of the recording of each session and why it is
necessary.
Individual interviews
Lune and Berg (2017) established the individual interview as one that leaves some
flexibility to the researcher but still provides a guide for the interview. Although the
questions for each group were standardized, the researcher clarified and made
adjustments throughout the interview process based on the group's needs. Creswell
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(2009) suggested an introduction to the interview process by stating the purpose of the
study, the time of each interview, interview structure, their right to withdraw, and how
the information will be used. This helped to establish a rapport and allowed the
participants to know what to expect. An interview protocol was utilized for all
participants consisting of semi-standardized questions to gather interview participants'
perceptions of nontraditional methods of communication in an urban middle school
through a lens of equity (Appendix D, Appendix F). Interviews were conducted with the
principal, three teachers, and three families. The interviews were conducted individually.
Due to the COVID-19 pandemic, all interviews were conducted remotely through Zoom.
The length of each interview was between 30 - 60 minutes and was completed during
designated periods. The interviews were recorded and transcribed. All recording material
was checked to ensure it was working correctly before each interview to ensure accuracy.
The same format was conducted for all interviews.
The questions asked were based on the research questions, review of literature,
and theoretical framework. Time was given for teacher responses and follow-up
questions. The questions were guided during the interview. As participants answered, it
led to other topics of discussion about family engagement. Room was left for participants
to speak freely and share their ideas, opinions, or suggestions. Also, the participants were
guided toward critical thinking and analysis of the problem. In the interview, data was
recorded as the questions were answered to ensure that the information was recorded
correctly. During data collection, rapport was established with the participants, and it did
not get in the way of how the study was conducted. Therefore, the researcher needed to
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stick to the schedule as far as time and the sequence of questions to ensure all the
interviews were performed similarly.
Document Analysis
O'Leary (2017) described secondary data as "data that existed independent of a
research project or the researcher and can be found in documents, databases, and on the
Internet" (p. 484). The use of existing data provided the researcher with supporting
information to understand the concept being studied. The documents used in this study
were public documents from the school website, parent handbook, and Catholic School
Diocese website. This included educational materials, parent-teacher conference
protocols (how it is conducted, methods used, required resources), types of technology
used to engage families (devices in the school/used for parent-teacher conferences),
family engagement programs, data on school demographics, diversity and inclusion
initiatives and educational policies. O'Leary (2017) stated existing data allowed the
researcher to remain neutral in the data collection and analysis. This limited bias as the
documents added depth to the current study. The document analysis (Appendix H) was
based on O'Leary's (2017) "Gathering, Reviewing and Interrogating 'Texts' protocol (p.
499). The documents were cataloged based on the research question they addressed,
which added clarity to the participants' responses.
Data Analysis Methods
The analysis process took place after completing the data collection from the
interviews, focus groups, and evaluation of the public documents. Data were analyzed by
developing codes and themes from interviews and focus groups using Dedoose. The data
analysis process was conducted using Saldana's (2013) two-cycle coding process. Coding
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involved analyzing data through the use of codes which are, as Miles et al. (2014)
described as "prompts or triggers that allowed for deeper reflection on the data's
meaning" (p. 80). The coding process brought the data alive as the researcher converted
lived experiences to themes that expounded on the topic of study, in this case, family
engagement.
Saldana (2013) divided coding into two parts: first cycle coding, where beginning
codes were used to identify parts of the data and second cycle coding, which is identified
patterns. In first cycle coding, codes were developed, and the data was analyzed. The
coding began with engagement, barriers, cultural wealth, or technology. Saldana (2013)
described using basic codes that can be expanded to focused coding, which can be used to
categorize data based on significant repeating codes. Next, there was eclectic coding used
after the initial coding to combine the repeating codes to generate themes. Pattern coding
occurred during the second cycle of coding to further group similar data to find
relationships among the data. Lastly, themes were formed, and meanings were drawn
based on the findings of the coding process. Some themes included communication,
family engagement, parent-teacher conferences, parent level of engagement, teacher bias,
and technology. The analysis of the public documents was incorporated into developing
themes and evaluated for any new themes.
Trustworthiness of the Design
Some techniques in the study provided the trustworthiness of the design, such as
triangulation, member checking, and identification of researcher bias. Creswell (2014)
defined validity as evaluating the "accuracy" of the findings, as shared by the participants
and researcher. Triangulation helped establish trustworthiness as data was collected and
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examined using multiple sources (Creswell & Poth, 2018). This study used interviews,
focus groups, and public documents to validate the data. The data was organized within
charts to ensure the interview questions, responses, researcher notes, coding process, and
theme selection were accurate. The use of different collection methods helped to provide
accuracy and credibility.
Member checking allowed the participants to review their responses for accuracy
(Creswell & Poth, 2018). Participants had an opportunity to review their responses after
the interviews and focus groups. The researcher worked with the participant to ensure
changes were made to reflect the intended responses during the data collection process.
This process took place before any themes and patterns were developed. At the beginning
of each session (interview or focus group), the researcher reiterated the purpose of the
study, voluntary participation, and procedures which ensured the understanding of the
processes related to the research. Utilizing these different methods, the researcher
acknowledged anything that could hinder the study through interaction in an interview or
focus group. It was important as a researcher to know the biases that affected the study.
Research Ethics
The researcher obtained written permission from the principal to conduct the
study in the selected school through email. After receiving the principal's consent, the
researcher obtained IRB approval. After the approval, families, and teachers were asked
to participate through a flyer sent to their emails. The selected participants were given an
informed consent form through a google form for the focus group and/or the interview
(Appendix B, Appendix C). The informed consent explained that participation in the
study was voluntary and that participants had the right to terminate their participation in
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the study at any point. The researcher made sure all participants were informed of the
purpose of the research and what was expected. Participants were told that participation
in the interview or focus group was voluntary and confidential.
Each interview gave participants a brief overview of the study and a reminder that
the study was voluntary. A virtual meeting with the principal was done to present the
purpose of the study and schedule an interview. Teacher interviews were scheduled by
email. All interviews were conducted virtually. The interviews were conducted
professionally. The researcher remained professional throughout the interview process
(Lichtman, 2010). The researcher also allowed the focus groups to emerge by being
present but not active during the discussions. Rapport was established by providing a
welcoming environment and thanking participants for their participation (Lune & Berg,
2017). The researcher was supportive and listened attentively to capture the richness of
the data.
The interviews utilized open-ended semi-standardized, which allowed space for
elaboration by participants. The researcher established open communication by using
questions that allowed the participant to provide a wealth of information. This was
beneficial in developing data that was useful for the topic being studied. The researcher
communicated with the participants by sending an email to discuss the study, procedures,
and how and when the interview took place. In addition, the researcher addressed any
participants' questions about the study. The researcher was also available for participants
to express concerns throughout the study. A necessary component in the interview
process ensured confidentiality which was done both verbally and in writing. Respect for
the information shared was respected throughout the entire study process.
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Protection from harm was maintained throughout the study. Participants with any
opposition to any part of the study were advised that they could withdraw from the study
(Creswell & Poth, 2018). The use of identifying information about the participant was not
disclosed except through signing the informed consent form. Participants were given
copies of the transcription to review and make changes if necessary. The participant
responses were not identifiable by name, and pseudonyms or numbers were used. The
researcher followed the guidelines from the NIH training to ensure protection from harm
and respect the rights of the participants. Constant reinforcement was given that
participation was voluntary. Access to the compiled data was kept secure by the
researcher through password protection on Dedoose. Confidentiality was maintained as
no names were used in the data collection.
Researcher Role
As a researcher, neutrality in the process of conducting a qualitative study was
preserved. Creswell (2014) stated, "how we write is a reflection of our interpretation
based on the cultural, social, gender, class, and personal politics that we bring to
research" (p. 59). Acknowledging the existence of personal perspectives ensured that they
were addressed before, during, and after data was collected. The researcher did not allow
personal views or experiences to influence how data was collected, analyzed, or reported.
When collecting data, the researcher monitored how questions were asked to avoid
guiding participants to a particular conclusion (Creswell, 2014). When analyzing data,
the researcher made sure all perspectives were respected and reported.
Creswell and Poth (2018) described the process of revealing the role of the
researcher through reflection as reflexivity. Creswell and Poth (2018) further elaborated
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by explaining the importance of the researcher to "engage in self-understanding about the
biases, values, and experiences that he or she brought to a qualitative research study" (p.
303). The role of the researcher as a teacher in an urban school where parent-teacher
conferences were conducted as a means of family engagement was acknowledged in the
study. Understanding this role allowed the researcher to be aware of and avoid potential
bias. The researchers' teaching experience did not affect the analysis of the data but
allowed an understanding of what the teacher experienced.
As a teacher for 22 years in an urban public middle school, I have facilitated
many parent-teacher conferences as a form of family engagement. I have utilized
technology to communicate with parents both academically, during parent-teacher
conferences, and family engagement. Being a middle-aged black female did not impact
the findings as I have witnessed deficit thinking in teachers and administrators as well as
seen the impact of inequity in the school system. Weiner-Levey and Popper-Giveon
(2013) expressed the need to disclose the "dark matter" that is often omitted in research
which included past experiences, biases, and prejudices that could factor into the
interpretations of the study. By identifying the roles, the researcher enabled a clear
distinction between personal views and participant views.
Other biases that arose in qualitative research are confirmation, interviewer, and
in-group. Confirmation bias was described as the researcher interpreting data to support
conclusions. The researcher considered all of the data collected and analyzed to address
this bias before drawing conclusions about the findings (Creswell & Poth, 2018).
Interviewer bias was where an interviewer without knowing influences the responses of
the interviewee. The researcher monitored body language and used the same semi-

68

structured questions to avoid leading responses (Creswell & Poth, 2018). In-group bias
occurred during group settings such as focus groups. It can happen when a group of
people may be inclined to support others within the same group (teachers) due to
commonalities that interfere with objectivity (Molenberghs, 2013). The researcher used
open-ended and follow-up questions to prevent participants from just agreeing or
disagreeing.
To address these biases, a practice of reflection took place throughout the data
collection and analysis process. Allowing time to reflect on the data determined if any
potential bias existed. Any potential bias was addressed through reflective journaling and
meaningful dialogue with a peer or mentor. After reflection, the researcher, with a fresh
lens, continued the data collection or analysis process. This was all done so that the study
remained authentic by expressing the participants' views in an effort to add to the
literature on family engagement.
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CHAPTER 4
Introduction
This case study explored family, teacher, and principal perceptions of the use of
nontraditional methods of communication as a tool for equitable engagement in an urban
Catholic middle school with grades Pre-K -8; located in the Southeastern part of New
York. The researcher utilized qualitative methods to conduct two teacher focus groups,
three individual teacher interviews, three individual family interviews, one individual
principal interview and the analysis of public documents. There is one class per grade. At
the middle school level there is one content teacher for each subject with the exception of
a dual math/science teacher in grades 6-8. Although administration consists of the
principal and assistant principal; only the principal was a part in this case study.
The key stakeholders in the case include the principal, teachers, and families. The
principal of this school is white and has been at this Catholic school for 21 years.
Principal Smith also had previous teaching experience in a Catholic school teaching
computers and grades one, five and eight. The other participants included four teachers:
Teacher Cadet who is white and has over 15 years of teaching experience. Teacher
Jackson is of Caribbean descent and also has over 15 years of teaching experience.
Teacher Kaur is of Middle Eastern descent and has between 5 and 15 years of teaching
experience. Teacher Harris is white female with over 15 years of teaching experience.
Two of the teachers teaching experiences stem only from this one Catholic school.
Additionally, three families were a part of this case study. The Thompson Family is
African American with one child in the middle school and did not disclose any family
dynamics. The Jones Family is of Haitian descent, a single parent with one child in
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elementary and one in middle school. The Miller Family is of Italian descent, a single
parent of three children with one in middle school. None of the families identified as
Catholic.
According to the National Catholic Education Association (NCEA) enrollment
has declined over the last fifteen years. In 2006, student enrollment was 525 with 21 fulltime teachers. In 2012, student enrollment was 307 with 13 full-time teachers. By 2018
student enrolment was 281 with 14 full time teachers. Current enrollment in the 20202021 school year was 250 students with 15 full time teachers. Teacher Jackson shed some
light on the challenges the school faced from the perspective of a teacher and a former
student:
When I started teaching, we were full, there were two of every class; once the
recession came, the school just went straight down. Even as a kid, there was
always two of every class and there was more diversity. There was a change in the
neighborhood.
The data from National Catholic Education Association (NCEA) (2021) supports a
downward shift in Catholic school enrollment nationwide with a decrease of 6.4% after
the COVID-19 pandemic. This decline can be seen in this school as enrollment at its
highest was over 500 students, but it is currently about half of that at 250 students.
As enrollment is tantamount to the decision making and instructional direction in
any Catholic school, Principal Smith speaks to its importance in family engagement:
Family engagement is very important because they are the stakeholder, the
customer, we're tuition based, we don't run the school like a business, but it is. It's
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very important to communicate with parents and have them involved because we
believe that there has to be a bridge between home and school.
Despite the importance of providing a bridge from family to school this school does not
have a parent teacher association (PTA) or parent coordinator/liaison. The school has a
dean who assists in running an afterschool basketball program and an assistant principal
who assists with the day to day activities including Option C which is the schoolwide
communication platform. In addition, there are no unions and decisions for the school
come from the principal through consultation with the superintendent. Principal Smith
highlights this interaction on meeting the needs of families:
I kept getting calls from parents that school didn't start yet from distant learning.
So, I call up the superintendent. I explained that we're in person, my parents were
saying, they're not happy, and I'm going to lose them. And I don't want to lose
them. So, I said, is it possible for us to stream our lessons from the classroom?
He says, do you think you could do it? I said, I know I can. I said, we will do
whatever possible to make it happen. So, he said, Okay, fine.
This initial conversation led to hybrid learning for the middle schoolers and another
petition to the superintendent for the elementary grades. This flexibility in decision
making is unique to Catholic schools in that decisions can be made in real time especially
since there is no union. This interaction with the superintendent enabled “160 students” to
be brought back into the in-school experience. Another challenge this Catholic school
faced was the initial introduction of technology through the use of Zoom, Google Meet,
and Google Classroom due to the pandemic. Before the pandemic, technology was not
utilized as a primary mode of instruction or family engagement. This case study will
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utilize the data to bring light to the components of family engagement from the
perspective of its stakeholders – the principal, teachers and families.
Theme 1: Family School Communication
Communication was a central theme that was further divided into subthemes to
outline the perceptions of families, teachers, and the principal in terms of family
engagement. The subthemes included a) open lines of communication b) building trust
and establishing rapport c) assessing the needs of families d) schoolwide communication
and e) challenges to communication. All stakeholders shared a common vision of
communication being at the core of family engagement. Open lines of communication
and building trust were shared by families, teachers, and the principal. However,
assessing the needs of families was highlighted only by teachers and the principal.
Although there was some variance to how families wanted to communicate with the
school which was through Zoom, Google Meet, or email, there was a consensus in
methods based on the school structure which used email, text and phone calls.
Open lines of communication
Family engagement involves communication among all stakeholders. The
principal, teachers and families identified open lines of communication as essential to
family engagement. The school’s parent handbook confirms it is important to have
communication between families and the school. The Jones Family shared an experience
about the communication with the principal:
I was always able to reach the principal. There is no issue that is too small. If
there is something that can be done, the principal will go above and beyond and
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follow through and follow up. The principal makes time for parents; it's one thing
that I definitely can say, at least with the principal.
This idea of providing open communication was echoed by both Teacher Cadet and
Principal Smith: Teacher Cadet described how the standard for communication begins in
the classroom:
I sent home a note to the parents and I encouraged them to contact me, no
question is too small. The most important thing is if we have open communication
which is going to benefit your child, so I make that a very strong point.
Principal Smith added “I never, never, never, never want to not be able to communicate
one of my parents.” Although families were in agreement with open lines of
communication the Miller Family wanted more contact with the school; “More open
communication, you have my cell number, you have my house number, you have my
email. Call me, email me.” The Thompson family added that school to home
communication was helpful:
What was also very helpful was if my child did not log in, I always got a phone
call from the school saying hey, your child did not log in, what's going on? They
do their best to communicate and they never not communicate something whether
big or small.
Additionally, Teacher Kaur shared the results of open lines of communication:
So, whenever I would see this parent or we would just chit chat, we'll talk about
(the child) sometimes. It's not always just professional, I just get to know the
parents, and the communication with each being open. They know they can come
to me for anything.
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Teacher Cadet concurs “I definitely keep that line of communication open and I make
them know that.” The Thompson family supports that overall “communication was
good.” The ability to connect with parents with open lines of communication was
supported and described by the principal and teachers as a part of family engagement.
Families also emphasized how open lines of communication are only part of what is
expected. Families wanted more communication throughout the year.
Building trust and Establishing a rapport
Building trust amongst stakeholders to engage families was essential to
developing family school communication as shared by all participants. Before the
pandemic, Principal Smith describes that building trust starts with conversations that take
place throughout the school day. When students arrive to school, during drop off and pick
up. The simple “Hey, how are you? My goodness, he's growing so big, you get that
personal socializing, family type of feeling, as opposed to just being square on or
someone on the phone?” These moments helped to establish a rapport with families. The
Thompson family reiterates the value of these interactions “When teachers and their
parents talk in between when you're going and coming? Those were very helpful.” Both
Teacher Cadet and Teacher Jackson agreed that there is value in the exchanges during the
day. “We do a lot of talking before school and after school that builds up a great
relationship.” Finding opportunities to communicate with families when they come to the
school is a part of family engagement.
Another way to build trust was providing families with confidence that their needs
would be met. Principal Smith describes how communication changed after the pandemic
“there was a positive where I reached out to more people at one time giving them
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flexibility of the time of day.” This was coupled with families relying on the principal to
address their concerns which shows a foundation of trust. Principal Smith describes a
willingness to advocate for families during distance learning. “I kept getting calls from
parents, help me school didn't start yet from distant learning. I don't have technology, So
I call up the superintendent.” This same experience was also shared from the family
perspective as the Jones family shared:
I've had different issues with the distant learning school I was almost never able
to reach them. But I was always able to reach the principal. And then when I
reached the principal, an email was sent to the school on behalf of my child.
Wow.
This showed the principal was willing to step in and help families in need. Teachers also
supported the concept of building trust through letting families know that they were there
for them. Teacher Kaur speaks to establishing rapport with students on a social level
which translates to engaging families. “I think that helps parent engagement because they
realize that you care about them and you want them to do better, when you have that
social aspect, it breaks down a lot of barriers.” Teacher Kaur further describes how
interacting with students aids in communicating with families. “Whenever they talk to
me, they say My child talks a lot about you. And I always say, I hope it's good thing. Yes,
they love you.” This development of a student teacher relationship helps to establish a
rapport with the parents. Teacher Kaur identifies how building a relationship with the
student aids in family engagement:
They get to see the relationship I have with their kid and they see how much they
love going to the school and I like conversing with them because I get their
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(parent) feedback. We get to create that bond, that it's not just a teacher, parent,
we're friends, we're there to help my child.
Teacher Jackson agrees:
I tell the kids, you know, if you ever need to talk to anybody, we're here for you.
One of the biggest things why we always have these kids to stay for so long,
because they see how nurturing we are. And the parents see that. They see what I
do, because I communicate, I'm very responsive.
Principal Smith describes a trusting relationship between school and families; “parents
trust the school and they trust what we're doing is in the best interest of their kids.” In
contrast, the Jones family seemed surprised but appreciative that the principal reached out
personally:
You know, I am just not used to really being able to talk to a principal like that.
The principal goes, you know, I'm just calling you instead, because it's too much
to write. Wow she said she would definitely call.
Overall building trust was instrumental in engaging families and led to positive outcomes
as a family stated “one thing that I can always say the principal is extremely helpful. I
mean, as a principal, I put my hat out.” This statement is at the core of building trust as
families not only see the need for building trust but are also experiencing it firsthand
through the communication with the principal. The principal and teachers both agree that
building trust not only influences family engagement, but also allows families to feel
comfortable to share their concerns with the school.
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Assessing the Needs of Families
Understanding what a family needs is vital to engaging families in a meaningful
way. The principal and teachers speak to assessing the needs of families whereas
families did not emphasize being a part of this process. Families did not mention surveys
or outreach from the school as ways in which family engagement was being assessed or
that they were a part of the decision-making process in selecting activities. Principal
Smith shares “because like a child learns differently, parents receive information
differently, some check the child's book bag, so those parents will find the flyer, some are
always on their computer, so they'll get their email, and some people get texts.”
Identifying the needs of families is a major component in developing family engagement
practices.
The principal highlights three ways in which parents’ needs are assessed: surveys,
beginning of the year planning and during the school year observations. Principal Smith
describes how surveys are being used in this school:
Surveys are given every two years asking for feedback about how they (parents)
feel the leadership is doing in education, academic, and all those areas.” And
then we give them an area of comments, for any ideas they would like to bring to
the table. I make the parents understand that the school is not here for me, the
school is here for your child's so it's not what I need, it's what your child needs.
So, they'll come forward, and tell me what they need. We do surveys, mostly to
get a really good read.
No parent spoke to this survey as a foundation for engagement. Teachers did not mention
using this survey to help engage families.
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Principal Smith further discussed the planning process for family engagement:
In September, we plan all the activities that are going to be done from September
to June, I do a calendar during the summer, I present them, we make committees
on who's going to be involved in what, we send it out and I say these are things
that we're going to have parents come in and help.
The principal then challenges the teachers to engage families “and then I say, so now,
then you have your own, if you go on a field trip, you’ll have parents invited to go.”
Teacher Cadet acknowledges the need to assess the needs but adds other factors; “You
have to take into consideration the children your teaching, the economic status, and the
neighborhoods they come from.” Identifying how to communicate with families is
important. Families and schools need to collaborate through meetings and conversations
in order to know the needs and expectations of each other.
During the year the principal addresses the concerns of teachers who want
families to be engaged. Principal Smith shares a conversation with a teacher:
A first-grade teacher wanted to get parents involved during COVID. We came up
with an idea to tape a Thanksgiving event and parents were able to view it. So
that’s how we were able to get them engaged. I really tried to work with the kids
that I had with the teachers, to get that individual classroom engagement with
parents.
Although the principal is assessing with the teachers during the year; in contrast, the
Miller family shared “I don't feel like there's much outreach to the parents in the middle
of the year.’ This disconnect could be a part of the challenges in assessing the needs.
Principal Smith describes a challenge in assessing the needs of families.
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I sent out a survey. And I said, I need to know who is need of devices. So maybe
ten families said, I need devices. I learned that it was the way I asked the
question. I should have asked, how many devices would you need to ensure that
each child had their own?
It is important to may sure the data reflects the needs of the families. The information on
assessing the needs was done solely at the administrative level. Teachers indirectly spoke
of the needs of the parents based on their own experiences not guided through data
collected from the surveys. Although assessing the needs were conducted with the goal of
meeting the needs of families, no family shared how their input was instrumental in the
development of family engagement activities throughout the school year.
Schoolwide Communication
The school’s parent handbook outlines ways they communicate with the families
through monthly calendars, memos on events and programs, back to school night,
conferences, progress reports, telephone and email and the school website and Option C.
This school uses a schoolwide communication system called Option C. Option C is a free
schoolwide communication Diocesan Management System. It is specific to Catholic
schools. According to their website Option C:
Can be used to track, assess and manage Catholic schools, students and their
families across an entire diocese. Also, families can log in anytime to see how
their child is doing with assignments, grades, attendance and check tuition status.
The Parent Alert System is a notification system that lets parents, principals, and
school staff communicate schedules, fundraising events or any school updates.
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Families also determine the method of communication - voice, text or email, or
any combination (https://www.optionc.com/corporate/home).
Each stakeholder acknowledges the role of Option C in family engagement. Principal
Smith describes how the school uses it to communicate with families, “I could mass
email flyers out to parents, do a video like a voicemail, and text.” Teacher Cadet concurs
“Option C reminds the parents of things and send out notices.” This provides a consistent
format in reaching out to families. Although Option C is a schoolwide system, Teacher
Jackson shares it is used solely by administration and this presents a challenge of “not
knowing if parents have access and teachers not be able to send messages.” However, the
Thompson family felt connected through its use. Two parents confirm that Option C is
utilized to send messages from the school. The Thompson family further described how
Option C is used:
You have access to your child's teacher, you can send group emails to teachers,
you can see their grades, what's missing, your tuition, it's direct access to all the
teachers and principal either by computer or phone. So even with the pandemic
when the school has to be closed or quarantine, we will get an automatic text to
check Option C.
Similarly, the Miller family shared the benefits of Option C “it's a text message that goes
to every parent and then you get an email message of a fundraiser. I prefer that to putting
it in my child’s book bag, because I might not ever get it.” Option C has been used to
engage families about events or general news. Although this is the system utilized by the
school, families and teachers shared ways in which they wanted to communicate with
each other.
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The principal, teachers and families shared the need to be connected regardless of
the format in an effort to keep open the lines of communication. Principal Smith shared
families preferred telephone, and some participated in Zoom. All families received
messages through Option C which was delivered by phone, email, and text. The
Thompson family preferred telephone and Zoom due to scheduling while the Miller
family preferred “a combination of email and telephone.” Teacher Jackson and the Jones
family preferred emails. Although Teacher Kaur shared “I’d rather be in person because
you get the reactions, you can see, you could feel, you know what’s going; whereas when
you are texting or emailing or phone calls it can be interpreted differently.” Despite
preferences there was a consensus with teachers about using a variety of platforms to
communicate with families - phone calls, Google Classroom, Google Meet, Zoom, text
and other resources such as pdfs and websites. However, families preferred emails for
teacher communication and academic updates and Zoom or Google Meet for parent
teacher conferences. The middle school family’s preference is in contrast to the principal
who shared parents preferred phone calls. The principal highlighted that most parents
chose telephone calls over Zoom. The data showed a discrepancy in which
communication preference families selected. This could be the principal was looking at
the entire school preference and the families were only representing the middle school.
Challenges to Communication
Two challenges that arose with communicating with families were the lack of an
organized parent organization and limited support services. There were differing views of
having a PTA from families and the principal. Teachers did not share about the absence
of a PTA. Support services was discussed by families and teachers but not the principal.
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Principal Smith acknowledges the absence of a PTA, “We don't have a PTA. We
don't have a type of group like that, where we come together and discuss things.” Yet, the
principal is challenged to successfully implement an organization within the school
despite a push from the school board:
My board always says, you got to get a PTA going, you have to do this. And I
say to them, trust me, I try. And it's not the lack of parents wanting to PTA, it's
someone stepping up to be head of it. You see what I'm saying everyone wants to
be involved, there's never a time where I sit here and say I need help, and they
come in, they come in and droves. And they'll help and they'll do this but nothing
official.
The Congregation for Catholic Education (2017) reiterated the need for a PTA in
Catholic schools:
The constant aim of the school, therefore, should be contact and dialogue with the
pupils' families, which should also be encouraged through the promotion of
parents' associations, in order to clarify with their indispensable collaboration that
personalized approach which is needed for an educational project to be
efficacious.
In contrast, the Miller family supports a PTA, “A PTA might be helpful. I think most
public schools have PTA. I would think a PTA provides many opportunities for parents
to participate in.” The Miller family further shared “if it was something that I needed to
be present for, I would make myself available.” The Thompson family also expressed
previous experiences with the PTA, “Prior to my son being in Catholic school, I was a
PTA member, member of the SLT, which is the School Leadership Team. But I haven't
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yet been able to do that in the Catholic school system.” The Jones family added that the
opportunities offered should be geared towards working parents. “So that we could plan
toward providing things for working parents, that doesn't necessarily require face to face
in the school, where we could also participate.” The lack of a PTA is an issue that both
families and the principal recognize as an integral part to family engagement. Across all
teachers, there was no mention of a parent teacher association, the lack of a parent
teacher association or the role it could play in family engagement. Nor did teachers share
about their potential role connecting with parents through participation in the parent
teacher association.
Support services provide families with outside assistance based on their needs.
This could be in the form of intervention services, mental health, job assistance, etc. This
school currently has a part time guidance counselor. Families speak of the need for
support services where the principal and teachers share of opportunities within the school
that use outside organizations. According to Catholic Schools in the Archdiocese of New
York there are resources on their website for to help parents support their child’s learning
on the Common Core Learning Standards for English Language Arts and Mathematics.
ng Standards Parent Matrices in both English Language Arts and Mathematics
(https://catholicschoolsny.org/). However, the Jones family shared about having to find
additional academic supports “I find myself going to the library, and I'm trying to pick up
resources, I know third grade math, but I don't know the third grade math that America is
teaching children, because I learned it a long time ago.” Teacher Cadet also confirms the
challenges for families and the lack of resources:
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These parents care so much for their kids and a single mom and she has another
job and I feel for that because if you go to other neighborhoods or other schools
where it's a little bit richer, or whatever you want to say environment. Those
parents have a lot more resources, a lot more time and can go ahead and get
tutors. These parents are struggling.
In contrast, The Miller family didn’t require outside academic resources:
I am an educator, so I don’t need any outside resources because when my kids
needed the help, I knew where to get it myself; they came in evaluated and with
the services I fought for. I'm the parent that calls the teacher up and says, the
Board of Ed called, they want a meeting, this is what I want going forward, are
you in agreement. I really never had to ask them for resources, because I knew
how to get my own.
However, The Miller family did feel a need for resources when it came implementing
special education mandates. “My child wasn’t able to get SETTS this year because of
COVID. They weren't allowing anyone into the school. So unfortunately, she missed out
on a whole year of that extra help that she needs.” The principal confirms letting people
into the building is an issue, “Now I have to worry about the safety of everybody, we
don't have a security guard. I have to put safety first; I can't have random people coming
in and out of my building.” Similarly, the Jones family supported the need for special
education guidance:
What I find is very scary for me is maybe the lack of information or knowledge
on the different IPS. (The Individualized Plan of Study (IPS) is used in Catholic
schools for special education services and is similar to the public schools IEP).
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But the fear of allowing my child to go that route and not be able to come back
from it. Because now they're just forgotten in this world of specialism, that's not a
word. Just me being overwhelmed with the idea that I've failed them, but I really
just, honestly want them to get the help that they need. But I don't want them to be
stigmatized in a way that I cannot pull them back from.
A community partnership could assist with meeting the needs of the families with
students with special needs since this school does not have social workers or a designated
special education department that addresses the social and academic needs of the students
and families who need extra support. This school only has a part time guidance
counselor.
Although the school has used a community partnership for an event the Miller
family shared “The school took part in this flying classroom activity. They did a
presentation on Zoom on what to expect. That was nice. But it was the flying classroom
that initiated; it wasn't a school thing.” Families were looking for more outreach to be
done from the school to provide support services. In addition, extracurricular activities
are limited, and the benefits of these resources were lost. The Miller family also shared,
“Some activities were no longer being offered at the school such as cheerleaders. It was
really good for them; it was movement, it was teamwork it was, being in your
neighborhood with other people.” Teacher Harris shares of a “basketball team run by the
Dean,” but it is considered an outside program. There are some support services
mentioned by families and teachers, but they are not based on the needs of the families.
The principal shared that some things a family may ask for require funding “We send out
surveys. Some of them are like, I need an elevator I can't do that. But, if you need
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technology, I might be able to get a grant.” Although Principal Smith is reaching out to
families through surveys it is not capturing all the needs or current needs of the families.
Teacher Cadet echoes that funding may be an issue but from the perspective of the family
not the school. “I know it's hard because of finances so sometimes I end up ordering the
class sets myself especially with middle school,” Principal Smith does surveys and
creates a plan for family engagement yet there are still needs of the families that are not
addressed. The lack of a parent teacher association, parent coordinator or intervention
services for special education leaves parents seeking their own outside support services
and relying on themselves to address the needs of their children. Overall, support services
could be beneficial to engaging families as well as addressing the current needs and
providing support for both students and families. According to the Catholic Schools in
the Archdiocese of New York:
All catholic schools have resources and programs for students with special needs.
In addition, there are eight schools in the Catholic Schools in the Archdiocese of
New York that support the Enhanced Special Education Program with locations in
upper counties of New York and one in Manhattan. This program offers multiple
support services for students with special needs such as a special education
teacher, ICT, resource room, Wilson program and much more.
(https://catholicschoolsny.org/special-education/special-ed/)
Although there are supposed to be services and programs for students with special needs
in all Catholic schools’ families did not share about services in this current school. There
is also a need for curriculum support as families should be aware of resources available
by grade level to support student learning at home. The principal and the teachers did not
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express challenges with students with special needs outside of classroom differentiation
or the need for support services.
Theme 2: Multifaceted Nature of Family Engagement
The second theme that emerged during the data analysis was identifying the
multifaceted nature of family engagement both in school and at home. The six subthemes
that describe family engagement include a) Family engagement uncovered b) equitable
family engagement c) channels of family engagement d) cultural wealth e) challenges to
family engagement. These subthemes help to show the impact of family engagement on
the decision making for each stakeholder – the principal, teachers, and families.
Families, teachers, and the principal all indicated characteristics of family
engagement. Each stakeholder shared that the connection between school and home is
essential. In addition, the channels of family engagement were described by each
stakeholder based on their own experiences throughout multiple school years. All
stakeholders believed that equitable family engagement is necessary however, the
components of what constituted family engagement varied.
Family Engagement Uncovered
Principal Smith describes this school as being in a unique position in terms of
family engagement “I'm very fortunate to be in a Catholic school where parents want
their kids here, that they chose them to be here. So, because they chose us, they do seem
to be more involved.” The Thompson family agrees that this school was selected “I really
felt that it was just the best thing, I wanted individualized learning, the support, and the
structure. I wasn't really getting that from the public-school system. So, I made the switch
to Catholic school.” Families were looking to feel supported and schools wanted to
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support them. Overall, teachers viewed families as “cooperative.” Teacher Cadet shared
“The parents are pretty responsive, if I call or email them, they respond. They also reach
out to me to ask questions and when I tell them what I expect from their children they are
definitely supportive and on board.” Family engagement is built on a mutual relationship
of support and concern.
Principal Smith describes a goal of family engagement, “We try to get not always
the same students’ parents, it's not always the same grade level, but the parents who can't,
those are the ones we're trying to reach.” Principal Smith further reiterates “I think that
parents want to be involved and they want to be at every function. They want to help.”
Teacher Cadet and Jackson also shared a similar view of families, “They want to be
involved in the school.” Principal Smith added, “The majority of our parents are in
constant contact with the teachers throughout the school year. They participate in all the
conferences, so there are engagements.” The principal and teachers both had a positive
view of family engagement and families’ participation.
The data shows a variance in what constitutes involvement and what family
engagement looks like amongst all stakeholders. Teachers viewed family engagement as
the interactions between families and the school. Some characteristics shared by teachers
involved families “partaking in any activities they are asked to volunteer for, “being on
top of their child,” and “showing up at events.” This type of involvement in activities
demonstrated that families were engaged in their child’s learning experience. Principal
Smith supports the idea that family engagement involves a collaboration of families and
the school by stating, “Family engagement is parents being involved in all aspects of the
child's education and that's why building that bridge to home and school is important.”

89

However, the principal also suggests that family engagement is based on the individual
school. The principal shared, “Family engagement looks different in every school,
because it's really what the needs of the school are, what the needs of the students are,
and the needs of the parents.” Teacher Cadet supported this idea in defining family
engagement:
Family engagement is actually like a triangle, it's a family, teacher, and student all
working together. You can't leave any of the three parts out, I have engaged with
the parents and the parents have engaged with me, but the student also has to be
part of the process.
The addition of the student in family engagement adds a dimension that was not shared
by other teachers, families, or the principal.
Principal Smith also adds “it doesn't always have to be on academics, it could be
social, because it's important for that as well. It could also be in fundraising and creating
an atmosphere that is family oriented.” This aligns with the Miller family’s concept of
being engaged “I would like to be involved more than parent teacher conference where
you get the bulk of information; I like to be informed the whole time, the whole step, you
know the whole process.” These statements support that family engagement is more than
activities or events designed to have families in the school.
Both teachers and the principal focused on engaging families with schoolwide
activities. However, families in describing family engagement put an emphasis on the
family and teacher relationship. The Miller family described family engagement as
“parents and teachers being on the same page in terms of their expectations.” The Jones
family concurs but also described family engagement as “being open to inputs that are
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different from yours, joining together culturally or differences, whatever may exist
between your views in another family members view as it pertains to raising children.”
The consensus in defining family engagement from families, teachers, and the principal is
it being an essential component but there is variance in its practical application that
addresses the needs of families.
Equitable Family Engagement
Equitable family engagement was highlighted as an important aspect of defining
family engagement according to families, teachers, and the principal. Within equitable
family engagement concepts that stood out were language barriers, flexibility in
scheduling and home environment. Language barriers were addressed by Principal Smith
as a part of equitable family engagement; “Notices in dual languages is a goal. Yes.
unfair, I would love to have that.” There is a large Haitian population and some families
speak Creole. Teacher Jackson also acknowledged language as a part of engaging
families in an equitable way: “I don't know, if they listen and understand me, sometimes
it's a language barrier because many of them are from their home countries.” To address
the language barrier Principal Smith relies on school support:
Creole is one of the biggest languages that's spoken here. We have a small
percentage of families that are Spanish. My board chair speaks Creole, so he
works with me to communicate with the parents, and then my administrative
assistant speaks Spanish, so I surround myself with people who have knowledge
of things that I don't. We work great as a team to make sure that everybody's
included.
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This provides a layer of support for the principal but does not address a school wide
approach for families who may face language barriers.
Families, teachers, and the principal also described a need for flexibility in
equitable family engagement; as the Jones family shared:
For those parents, who can't really do it during the day offer them options to
assist. Remotely if that's possible. So, if its fundraising, have you just offered
them more remote options? So, this way, it's not really that tough choice to make.
Principal Smith agrees with the idea of flexibility by stating “Family engagement, it's not
written in stone. It's not all agreeable, it’s not cookie cutter.” Principal Smith gives an
example:
We had one event we wanted parents to come in and share their profession. We
offered that to the whole school. The junior high were the only ones that were
interested. Why? Because they were moving on to high school, starting to think of
it, and it didn't work for the younger one.
This example supports meeting the needs of the groups within the school when offering
family engagement. Teacher Cadet in addition to flexibility adds the importance of
understanding a child’s home environment as a factor in equitable family engagement:
You have to take into consideration the children your teaching, the economic
status, and the neighborhoods they come from. I think that those parents have to
have equal time as parents who may have a lot of time and could just volunteer
and just go up for a cupcake sale. So, I think that's where the inequity comes in, is
those parents, unfortunately, they care just as much; and they want just as much
for their children.
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This narrative gives an example of the goal of equitable family engagement by
acknowledging the role family dynamics plays in families being engaged. The Jones
family spoke to equitable family engagement from the perspective of being a single
working parent:
I may not be telling you that I'm having difficulties. But if you say why don't
come up at one o'clock then I would let you know that one o'clock is not good. I'm
spending three hours in traffic in my car. We are traveling 46 miles leaving at six
o clock to arrive for 8 which lets me get to work early to pick them up early. Then
you'd be like, I had no idea.
Understanding how family life may impact family engagement was addressed by each
stakeholder. The Jones family further describes the “pricelessness of equity” as
“understanding the different layers of conversation, the different layers of culture, family
values, religion and the different components that makes these one-character
conversations so priceless, but full of a life.” This statement supports the importance of
flexibility, knowing the home environment of both student and parent and the role of
family dynamics in equitable family engagement. Teacher Kaur concurs, “I'm very
flexible, I go above and beyond to accommodate parents who cannot make it during
school time because I want them to know that they have a teacher that is supportive of
them.” Principal Smith strongly supported the need to meet parents where they are:
The bottom line is parents have to work and they're working at the time that
school is in session. Over Zoom, I could do a meeting at 12 o'clock in the
afternoon, the parents can watch it at lunchtime, they never could do that before
because they had to be in person.

93

All stakeholders agree flexibility is a component of equitable family engagement.
Families wanted accommodations for their work schedule, teachers provided alternate
times to meet and the principal highlights ways in which the needs of families are
addressed through Zoom. Each stakeholder. although using different methods, are
seeking to be engaged.
Channels of family engagement
Channels of family engagement were also recognized by families, teachers and
the principal as a part of understanding family engagement. Parent teacher conferences
was a major channel of family engagement described by stakeholders. Pre and post
pandemic parent teacher conference experiences were shared as well as benefits and
challenges. Other channels of family engagement were also discussed under the category
of school events. Each stakeholder shared the events that helped to engage parents.
Principal Smith describes the distinction between the channels of family engagement, “So
there's school family engagements, and then there's local family engagements such as
field trips or a play in the classroom where parents are invited and come in.” This
categorization sets the tone for how events are done within the school and ways in which
families can be engaged.
Parent teacher conferences. Families, teachers, and the principal all shared
similar descriptions of parent teacher conferences before the pandemic. The conferences
were “always face to face,” “they didn’t have an option to make a phone call unless they
requested it,” and “scheduled during a specified time.” Teacher Cadet, Teacher Kaur, and
Teacher Harris similarly described the parent teacher conference format:
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Scheduled appointment times where parents would speak to the homeroom teacher who
communicated what the four content teachers wanted to say to the parents about their
child’s classes. The parent could reach out if they had any further concern.
Another notable component was shared by Teacher Jackson who spoke about the length
of the conferences. “If the child is doing good it was a very short conversation.” This
sentiment was also shared by the Miller family “the teacher said everything was fine and
I don't keep them just tell me what I need to know.” Teachers also shared parents not
showing up because “we just didn't really meet need to meet with you because our child
is doing well.” Teacher Jackson in describing parent teacher conferences shared what
happened when a parent didn’t come to parent teacher conferences; “If they couldn't meet
with me, then we would do it by phone, without the report card. In person I gave them the
report card, we discuss the grades and where we need to go moving forward, or any
concerns.” Parent teacher conferences were very straightforward for all stakeholders in
terms of expectations; come in, get report card and speak with the teacher.
However, The Jones family shared pre pandemic conference experiences and
challenges as a single parent:
First in the auditorium for a Ted Talk. I would always have to take the last parent
teacher meeting, which means my children had to be in the school from seven in
the morning. It's not just for one it’s for two. Sometimes I'm like, should I just go
to one teacher and not the other.
This was a challenge faced by single parent households as they tried to navigate the
initial meetings that took away from time to speak to the teacher. This was even more of
a challenge if families had multiple children in the school.
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During the pandemic parent teacher conferences families were given options. The
Principal Smith shared:
Parents couldn't come in, and I didn't know what their capabilities were; they can
either sign up for zoom or Google Classroom or a phone call. I explained to them
Google Classroom would be a private one to one between you and the teacher.
Despite the options Principal Smith states “Most parents wanted a telephone call or if
they did Zoom in December, they chose the phone call come March. So that to me, I
thought that was very interesting.” However, most middle school teachers conducted
“Google Meets” for their parent teacher conferences.
Teachers, the principal and families all shared benefits of pandemic parent teacher
conferences. Teacher Cadet shared:
It was more convenient for the parents, especially the parents that work different
hours; some overnight, some during the day, some sleep in the day, and I think
they liked that they didn't have to physically come to school. I think it worked
well.
Parents were creative in attending conferences. Teacher Cadet had parents who “zoomed
from work on a break” and Teacher Jackson had a parent “driving in their car.” The Jones
family supports this statement with this experience:
I was able to have parent teacher meetings scheduled for nine o'clock in the
morning, where I was on my way to work. I was able to either pull over and
engage or have an 8:30 or 8:46 meeting before I leave home. This conversation
with the teacher was on Zoom and it was just me and the teacher. We talked and it
was just so much more convenient.
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The versatile format also increased scheduling opportunities as multiple teachers agreed
to “giving parents more sign-ups for night and afternoon with multiple time options.”
This is supported by Teacher Kaur and Teacher Jackson who both shared the ease of not
only connecting with families but also finding that families wanted to use Google Meet.
However, Teacher Jackson had some families who wanted a phone call and were also
accommodated.
Principal Smith shared that pandemic parent teacher conferences had a “positive
impact which was every parent attended the conference.” Additionally, the principal
found that “the majority of the parents chose a telephone call over Zoom. They don't like
Zoom calls.” This apprehension was echoed by Teacher Jackson:
I think the ones that did the phone calls weren't too comfortable with it (Zoom).
But the ones that did the Zoom, some had their child with them, to help them get
on. So, we got to see each other face to face.
Both the principal and teachers expressed that pandemic parent teacher conferences were
“more convenient for parents.” This sentiment is also supported by families as the Jones
family shared “remember, it had to always be in person, if you can make it, they probably
give you a phone call. But with the pandemic, just having the option of telephone, or
Zoom was really, really helpful.” The Thompson family also agreed that “pandemic
conferences were better than pre-pandemic” and explained, “Before conferences you
chose a slot, oftentimes, the evening slots will fill up. I had to take the afternoon, which
meant, I had to take off work. The pandemic conferences eliminated me having to use
personal time to take off.” Still further the Jones family added to the benefits of pandemic
parent teacher conferences:
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I was able to knock out both meetings in a matter of half an hour. Everyone had
their meeting time. Post pandemic was much better, it allowed a lot of parents to
log in and still have that experience to speak to the teacher.
Overall, Teachers Kaur and Cadet expressed the most positive outcomes:
I think I got more parent engagement then if they had to come in because
sometimes when they had to come in the times didn't work for them and so I think
that people were more apt to sign up this way because of work.
Teacher Jackson and Teacher Cadet agreed to the benefits of pandemic parent teacher
conferences, “But now if they can't do in person moving forward, they probably have the
option of doing a Zoom, person to person or maybe phone call. They would have more
availability to be able to still communicate with us.” Stakeholders highlighted very
limited challenges to pandemic parent teacher conferences. Teacher Jackson shared:
So, although it was tough, I think it opened up a lot more avenues for us to use in
the future. I think that in the long run, it might be helpful because before this, you
really never thought about doing it and now there's another option open to us.
Both Teacher Cadet and Teacher Jackson agreed options may be a part of the future for
parent teacher conferences, “giving them an option is what's better for them and their
work schedule.” All stakeholders agreed that pre pandemic parent teacher conferences
did not meet the needs of the families whereas post pandemic parent teacher conferences
addressed some of the challenge’s families faced in participating. The flexible options for
scheduled times and types of communication such as Google Meet and Zoom enabled
more families to attend.
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School Events. The principal and teachers described many activities that the
school conducted over the years to engage families. Principal Smith shared “We do have
opportunities throughout the year that parents participate in, like, meet the teacher night,
dances, shows, and what I call a coffee talk, where we invite parents to come in and talk
with the principal.” Teacher Jackson reiterated the principal’s effort to engage parents; “I
know it wasn’t exactly a PTA, the principal was trying to get the parents to come in,
especially the older ones to come in ad talk about any concerns and discuss what
challenges they saw.” The principal was making an effort to engage families in different
ways to hear what they needed.
Teacher Cadet and Teacher Jackson also highlighted some school events over the
course of their years at the school; “parents would bring lunches, cupcakes for birthdays,
Halloween Fest with a whole bunch of games that parents ran, award shows, Christmas
plays, spring shows, and with Thanksgiving they have a choice, to bring or serve food
native to them” which aided in family engagement. Teachers Kaur and Harris also cited
similar events such as the spring shows, Christmas shows, breakfasts and Thanksgiving
meals designed to get families involved. These events/activities were a part of family
outreach. Both the principal and teachers agreed these events were successful. Teacher
Jackson and Cadet shared the positives of these activities “great parent involvement,”
“they served us food and it's so nice,” “we all sit together, and we laugh and it's a much
more relaxed environment which helps with parent engagement.” Teacher Kaur added an
experience facilitating high school fairs, “Parent involvement for the older kids is when
they come during the high school fair. Many of the children come with their parents
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because they want to know about the schools their child could attend.” Teachers tie
family engagement to the parents’ perceived importance of the event being attended.
On the other hand, Teachers Jackson, Cadet and Harris agreed that the lack of
these interactions helped to “break down communication” between families and teachers
“because they couldn’t come in the building.” There were also fundraising opportunities.
Teachers Cadet and Jackson both shared about the Chipotle fundraiser, “where the
parents had to go to Chipotle and then bring the receipt or take a copy of the receipt, and
a certain amount of their purchase went towards the school.” In addition, all the teachers
shared about fundraisers that the parents participated in as successful. Teacher Harris
shared “they are very much involved in trying to raise money for the school, when we did
the chocolate sales, they'll bring the boxes to work; they sell like crazy and they'll come
in for another one.” This was one-way families were thought to be engaged.
Families shared the events that engaged their families or that were offered. The
Thompson family shared “I think there was a lot of opportunities like cultural night
where you bring a cultural dish. They had different clubs after school. I would have to
say the opportunity was definitely there.” The Miller family added; “There was a father
and daughter dance once and that was actually very nice. They all got dressed up nice.
They went with their dad and their Grandpa, that was actually nice.” Also “they used to
have Heritage Day and they don't have it anymore. I don't really feel there's much
opportunity for that.” The Jones family shared “they offer basketball with Catholic
services, at a fee. They could be cheaper and a lot more affordable. I understand why they
are the way they are because they are outside people they hire, to be a coach.” Some of
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the activities that the parents mentioned were not highlighted by either teachers or the
principal.
In complete contrast to the views of the principal and teachers, parents’ ideas of
some events and other family engagement opportunities reflected challenges in
participation. The Jones family shared about the challenge of travel time; “I spend most
of my time on the road in my car moving shifting. I'm just making it off traffic, so my
resources or even my availability to really be engaged is slim.” The Thompson family
shared about the challenge of scheduling; “With Catholic school, they needed parents to
do fundraising and the Christmas store and different things. As a working parent, those
activities were kind of challenging for me to engage it.” The Jones family also shared a
similar sentiment of the challenges to the chocolate sales as a single parent, “I always
find myself just paying off whatever, I just didn't have the time. That wasn't a task in
school that I had the time to participate in.” Overall the parents agreed there had been a
lack of activities for the middle school students. The Jones family shared:
As far as activities, I find that we could have had music, and dance and other
stuff offered, not just during school hours. It's just not enough options. I know
there's not enough people to teach which will cost money if they have to now hire
outside.
The Miller family concurs,
I feel like they probably should have more family events, sports night. They have
an after-school program, but you have to pay for it. They used to have like hip
hop or soccer or basketball, things like that for an extra fee if you wanted your
child to go once a week, but that was really it.
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The Jones family also adds, “What I can say is that there could be more, but I do
understand that there's a lot of parents that's working, and it makes it a little difficult to do
a lot more engagement than you would like.” The Miller family has been a part of this
school community for seven years as her child has been going to this school from
kindergarten and is now in middle school. The experiences reflect an overall view of
programs and activities over the years. The Thompson and Jones family share similar
experiences from being a part of the school community for under five years.
The family engagement opportunities presented by the principal and teachers
were school centered activities. They were ways families could attend, serve or sell. The
school viewed these activities as successful because families showed up and/or
participated. The Jones family shared the school should have other ways to engage
families outside of the school events:
Providing things for working parents, that doesn't necessarily require face to face
in the school, where we could also participate. Where we are printing some stuff
at home, or I'm making some goodies for the children so we could still feel like
we're part of that team. Maybe I could stop by after school if the time allows and
join in and help in some capacity.
Families want to be engaged but school activities/events did not coincide with their work
schedules. All stakeholders shared the multiple opportunities for family engagement at
the school level. Families were looking for engagement activities that they could
participate in despite their work schedules.
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Cultural Wealth
Families found ways to utilize home engagement practices to enhance their
child’s educational experiences. Each family highlighted how they support their child at
home. There was a consensus amongst families about doing daily tasks and constant
communication. However, two of the parents expressed the importance of teaching
responsibility, issues of race, outside resources and extracurricular activities. These
concepts helped to build cultural wealth (Yosso, 2005) that families instill in their
children.
The Jones family shared, “making sure you're on top of whatever it is that is
going on, whether it be a meeting, homework, any assignments that's going on, any
activities, to just be on top of it.’ The Thompson family agreed that:
Being involved means on a daily basis I'm assisting with homework, having
ongoing communication with teachers in relation to their grades, their
expectations, and also their expectations of us as a parent. I look at Option C at
least once a week to review what's missing and their grades?
The Miller family also shared about daily tasks; “I do homework with my kids; I check
their tests at the end of the week when they come home.” The daily check ins with their
children helped to provide structure and opportunities to support learning and connect.
Parents also shared the importance of communication with their children. As the
Jones family described:
I engage with my children with open communication, especially with my 13-yearold. We really just talk about anything, so that he's comfortable so that there is no
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conversation that he cannot talk to me about, so that when we do experience, the
hard conversations, it's not like, Mom, I don't want to talk about this right now.
The Thompson family added, I'm talking with them to see what they've learned. I talk
with my son every day when I pick him up and before I drop him off.” The Miller family
also shared about the importance of communication; “Checking in on how they feel in
school. I always want to make sure that they're doing what they're supposed to be doing
in school.” Family communication lends to an opportunity to teach critical thinking skills
and the sharing of life experiences.
Teaching responsibility through sacrifice was also a common concept between
two of the parents. These families created solutions to life’s challenges to meet the needs
of their children. Both the Jones and Miller families travel a great distance to this school.
The Miller family shared; “I live far but because they've been in the school so many
years; I didn't want them to have to miss out on being in school with their friends. So, I
let them stay, and I commute back and forth.” The Jones family also contends the
commute is tough; “I drive 48 miles every day to work and that's one way. I know it's a
lot. When I'm done with my day, I still come home to work and then I come home to do
my overtime, mom time.” In another account The Jones family shared during the
pandemic the need to get a hotspot for the car as they commuted to daycare to ensure
they didn’t miss any of their classes. These challenges were turned into survival
techniques. Parents didn’t have a choice on not finding a solution because their child’s
education was on the line.
The issue of race were also conversations families had with their children. As the
Jones family discussed, “We would talk about current events, especially with Black Lives

104

Matter and understanding race without teaching prejudice, or racism. And really
explaining the stance of both parties. And then he can identify where he fits in.” Another
parent shares a perspective of having biracial children:
I have my biracial children in an all-black school. So, I try to tell my kids that
everyone is different no matter what your culture is, no matter what your race is,
no matter where you're from or live, everyone is raised differently and everyone
has the right to believe what they want to believe and be who they want to be.
These conversations were important as both parents shared the need for their children to
be aware of their race and culture and the implications of each. Although aware of the
racial and cultural differences in the school community the principal and teachers al
Families wanted their children to be involved in outside resources that helped to
develop social, emotional, academic and physical needs. The Jones family described
conversations about “The news and creating reports and discussing what was learned.
This is coupled with checklists and teaching focusing strategies for the next school day.”
Where the Miller family shared, “At home, I really encouraged them to do a lot of
reading. I buy them whatever book they want. On car rides, we spell, do times tables, and
review. I encourage them to do as much educational stuff as I can.” Developing an
awareness of what is happening in the world and improving skills necessary for their
future growth was important to these families.
Families also encouraged hobbies, the Miller family shared, “My older daughter,
she does a lot of reading and a lot of Google Maps.” The Jones family also encourages
her son’s art, “I started to engage a little bit more into his drawing. I didn't pay too much
attention to the drawing until I started to see a bunch of it on all his work. So now we
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purchased the sketchbook.” In addition, The Miller family describes the importance of
extracurricular activities by putting her daughters in cheerleading. Cultural wealth that
parents provide play a role in academic success. Encouraging hobbies and extracurricular
activities provides a balance between learning and fun. The concept of cultural wealth
was addressed by two teachers: Teacher Cadet highlight tenets of cultural wealth:
I encourage the children to go home and find out more about where your parents
came from because I think it's important to understand why their parents are so
strict and why their parents want so much for them. I think that they have as much
to teach us as we do them, because they do see a different perspective on the
world.
Teacher Jackson adds, “Parents want them to get a good education they want them to
succeed, it's very important to them, that their children do well to have a good future.”
This idea is also echoed by Teacher Kaur, “I think they should appreciate all that parents
do for them, they work hard to give them an education, it's a school where they have to
pay for tuition, they are working very hard to get them that Catholic education.” The
practices that families do at home benefit the students’ overall educational experience.
The principal did not directly address cultural wealth but spoke of challenges that may
interfere with family engagement.
Challenges to family engagement
Families, teachers, and the principal agreed that there are challenges to family
engagement. Each stakeholder presents their view of what inhibits parents from
participating in events and activities. Major challenges to family engagement presented
through the data were work schedule, family dynamics, middle school transition, deficit
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thinking, culture, and safety. All stakeholders agreed work schedule and culture present
challenges to engagement. Parents view family dynamics, deficit thinking and middle
school transition as challenges to engagement. Safety was a challenge only for the
principal.
Work Schedule and Family Dynamics. Families, teachers and the principal
cited work schedule as a major problem for participation in family engagement. Teachers
Kaur and Harris shared, “because a lot of parents are working, doing a career as well as
getting an education they didn't get as involved as they usually have.” Teachers Jackson
and Harris also agreed that parent work schedules are a challenge to family engagement,
“They work two jobs and some work overnight. There's a lot of outside stresses I think
they would like to put in more time, but life just doesn't allow it.” This is supported by
the Jones family who adds “I do understand that there's a lot of parents that's working,
and it makes it a little difficult to do a lot more engagement than you would like so
provide things for working parents.” The scheduling issue can cause families to have to
make a choice about the impact on the child’s education. Teacher Jackson shares an
experience with a single mom who during the pandemic was struggling with her child
who wasn’t participating online. “She was at the point where she might have to quit
working so she could be there to support her child.” The Jones family echoes an
experience with pandemic learning where choices had to be made; “I had to make a hard
decision to keep them 100% home, because it worked better. I couldn’t do the back and
forth because of my job. I had to leave them with a relative who didn’t speak English.”
Work schedule also was a challenge to parent teacher conferences and events held in the
evening or during the day.
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Overall families shared “It was always a struggle to have to factor in a parent teacher
meeting;” and “so as working parents, those activities were challenging to engage it.” and
due to travelling time “resources or even availability to really be engaged was slim.” The
principal also saw work schedule as a challenge; “It is a challenge because parents work,
and teachers only work a certain time during the day. And that's the time in which the
parents are working.” All stakeholders shared the challenges for families to attend events
due to their work schedules.
Another area of challenge for families to engage was family dynamics. Parents
and teachers described the difficulty in balancing the responsibilities associated with
single parent households. Teacher Jackson and Kaur share some parents have two jobs
and students are home alone. “Parents struggle to keep up with everything and that's a
problem because they're working so hard.” Teacher Harris adds:
These parents care so much for their kids and she's a single mom and she has
another job and I feel for that because if you go to other neighborhoods or other
schools where it's a little bit richer, or whatever you want to say environment.
Those parents have a lot more resources, a lot more time and can go ahead and get
tutors. These parents are struggling with tuition, that's why the parent engagement
is so, so much more important.
The Jones family describes it as being a “one woman show,” working and staying up late
to make sure homework is done, bags are packed, and the children have what they need
to be successful. Although Parent Harris is a single parent there were no challenges
mentioned in balancing time for activities. It was quite the contrast “If it was something
that I needed to be present for, I would make myself available. I would take a half day or
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a sick day, so I don't think it's my schedule.” The principal does not share about the
challenges of single parent households specifically. Teachers and families both share how
single parent households may not be able to attend school events/activities.
Middle School Transition. The transition from elementary to middle school can
be a challenge for both families and students. Each stakeholder shared the challenges
between elementary and middle school. There is a consensus that most of the family
engagement happens in elementary school. Since this is a Pre-K to 8th grade school,
teachers have taught multiple grades and share the differences in family engagement
based on their experiences. Among all of the teachers it is unanimous that there is more
family engagement in the younger grades. Teacher Kaur and Teacher Harris both shared
how the younger grade parents participated more than the older grades. “For the most
part, the younger grades we have a lot of parents that participate. As they get older, we do
have a few that are interested academically and a few parents that do partake in
activities.” Teacher Jackson shared, “lower grades have parents that were involved but I
think that the older they get, the less the parents, unless there’s a problem.” These three
teachers have all taught both elementary and middle levels in this school. Principal Smith
shares, “family engagement is very big in the Pre-K.” Teacher Kaur added “parent
involvement for the older kids is when they come with child for the high school fair.”
Principal Smith also attributes the lack of participation in the middle school to trust, “I
think that parents trust the school, and what we’re doing is in the best interest of their
kids, so they don’t have to do anything else.” As students get older teachers and the
principal notice a decline in family engagement.
Families talk about the transition to middle school and both teachers and families
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share about student autonomy. Due to this school having one school that houses grades
Pre-K to 8th grade the middle school transition was different in that it is the same building
with the same teachers and administration. The Miller family described:
There's really no transition to middle school, except three different teachers and
having to learn how to please three different teachers. When other kids go to
middle school, you go to a new building, you're integrated with a whole bunch of
other kids from other elementary schools from the neighborhood.
The Thompson family shared “The transition was great for him and me, what was
strikingly different is, it just seemed more everyone was on the same page which was
really refreshing as a parent.” This was a family’s reflection from moving from a public
school to a Catholic school. The Jones family adds how the middle school transition
could be better in the Catholic school:
He came from one teacher where everything was done (stapled to notebook or
homework for the week). Once in sixth grade, he wasn’t used to writing down
homework or the fast pace, but the transition could have been easier, if from third
grade or fifth grade they started writing homework down, at least not right science
all the way out.
The Miller family shared a different experience of the middle school transition, “My
middle schooler is pretty self-sufficient, so she doesn't require me to be on top of her as
much; she's a good student.’ This statement supports student autonomy as families see
their child does not need as much parental monitoring. This can have an adverse effect if
students want to be independent but are not ready. Teacher Kaur shares an experience
that illustrates the challenges to student autonomy:
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I think they put more independence on the kids, as they get older giving them
responsibility for their learning. Some kids are mature, and the parents never have
an issue. When I would speak to parents about missing homework or poor test
grades, they tell me I'm trying to give them independence. Now they can't because
they were trying to trust them but they're not doing that. So, the parent has to be
more on top of them.
Teacher Harris also shared, “In the middle grades families leave the homework up to the
students whereas with the little ones there is more communication with the teacher.” This
independence and student autonomy were prevalent during the pandemic as parents had
to go to work. Teachers Cadet, Jackson, and Kaur all noticed challenges with student
autonomy which led to more contact with the parents. “They just left them to hopefully
get up and attend class. There were times that I would have to go tell the main office to
call parents because they're not online and they have a test to take.” Some students
needed more support than others.
Engaging families about student progress is something all stakeholders agreed is
important. Teachers support student autonomy when students are able to handle the
independence which will require less parent contact. Some parents see the need for
student autonomy to build independence or due to circumstances out of their control like
work schedules. Principal Smith did not share about student autonomy or middle school
transition directly but does share that as the kids get older families are less involved.
Deficit Thinking. Another challenge to family engagement is deficit thinking.
How teachers’ personal and professional experiences affect how they view family
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engagement. Teachers shared their views of the role parents play in family engagement.
The principal also shares how everyone is on the same page in the school. “There’s
school wide and local wide family engagement; for the most part, we’re all (teachers) on
the same page for the school wide.” The principal shares the importance of meeting and
discussing school wide family engagement with the teachers.
Teacher experiences shape how they perceive family participation in engagement.
One teacher shared when a parent volunteers and participates in activities this shows that
they are engaged. Teacher Jackson also added a similar experience of perceived
engagement, “I had a parent who was supposed to meet with me, but she emailed that she
couldn't make it. I reached out to reschedule but she didn’t respond. I left it because I
tried, I guess it's not important to you.” This statement shapes deficit thinking as there is
a perceived thought about this parent not thinking the meeting was important because
they didn’t respond to the teacher. Teacher Kaur adds,
I probably have maybe 75% that are very engaged with the children and
communication with me. They are very cooperative, when it comes to any process
of graduation, high school processes that I usually get 100%. But when it comes
to academics, there are few parents that are very involved with what the child is
doing. Some, I have to kind of grab their attention to say, Hey, you know, your
child's doing this?”
Communicating with parents can be a challenge if the teacher believes they are
unavailable or not aware there is an issue. Teacher Jackson shared it is important to reach
out sooner and more frequently to increase family participation, “I only reach out if there
is an issue. Maybe I can send a welcome email that'll increase the parent involvement,
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then they will reach out to me a little bit more than just waiting to December and March
for conferences.” Teachers shared frustration in the perceived lack of response or lack of
interest on the part of the family.
There were a couple of teachers who wanted families to be accountable for their
lack of participation. Teacher Jackson discussed families not following up with the lack
of student work despite a system in place. “I put the number of grades for that subject,
you're supposed to have three grades there is only one, the parents didn't question that the
numbers need to match the amount of papers.” Teacher Kaur shared the challenges of
family engagement, “I can't be here every day calling and emailing every parent, to let
them know how their child is doing every day. I mean, we also have a family at home to
take care of, so they have to understand that.” Teaching all day and then reaching out to
parents presents a challenge. As teachers share their experiences of lack of family
participation it shapes their view of family engagement in a negative way. Teacher
Jackson further agreed family engagement presents challenges, “If the child wasn't doing
well, did you check out Google Classroom. I sometimes think that the parent doesn't want
to look, or they really don't have time to look but it's on your phone now, so you have no
excuse.” Teachers express they want parents to take more initiative, “it's just they are
maybe looking at me to reach out to them first.” Teacher Harris and Kaur shared about
parents’ lack of involvement when it comes to social media, “I don't think parents are
involved in what's going on with their devices. They should be aware of what their child
is saying and doing.” Teachers face challenges with family engagement as they have their
own views of the meaning of a parent’s lack of interest or participation. Teacher deficit
thinking can create negative perceptions of families and their willingness to be engaged.
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Although teachers shared the challenges of families being engaged, they still have deficit
thinking that reflect families as not wanting to be involved or actively engaged in their
child’s educational experience.
The Miller family shared an experience where teacher views interfered with
learning and presented a bias: When sharing about a politician the teacher used a bias
standpoint rather than a neutral standpoint when discussing this person. The Miller family
shared a conversation with her child to offset the teacher’s comments:
I teach my children you respect people in office, no matter if you like or don't
like. I don't feel it's the school's place to discuss those things with them. I do
understand racism and you want to empower black children to stand up for what
they believe in. And I absolutely want my daughters to never feel ashamed of
being black. They did come home and say, well, you're white, are you a supporter
of this politician? I feel like it might have been portrayed to them that way.
Teacher deficit thinking can have an adverse effect on students and families. Teachers
shared their views on what constitutes family engagement or lack thereof. The family
view was teachers using the classroom as a platform for personal views. The principal
supports that the teachers and the school are on the same page for family engagement but
does not share about how teacher experiences either personal or professional can impact
not only learning but also how families engage with the school. Although in the instance
of the Miller family there was no challenge to engage with the school:
I feel extremely comfortable with my daughter being there. I know, the principal,
the Assistant Principal, the dean, all of them, I don't feel any way towards anyone
in the school. I just say to them, that's her opinion. And that's how she feels. And
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Mommy may see things different. It doesn't prevent me from going up to the
school and still, you know, being friendly and cordial.
Overall teachers have perspectives about family engagement that is different from the
schoolwide view. One teacher shares personal views on parenting styles,
I think that the methods of discipline we use here is a lot different than what the
parents were brought up with. And sometimes I think they're a little too tough. It's
not okay for us to spank our kids and I think that they grew up in a different
culture where that was more accepted. I think sometimes, it controls the language
I use with the parents because I don't want them to get upset because they're just,
it's just, culturally, a little different.
Although the principal highlights “we’re all on the same page” teachers bring personal
experiences into not only the classroom environment but also how they choose to engage
with families. The findings support there is a difference of thought on the role deficit
thinking play in the school experience and family engagement.
Culture. Inviting parents to be a part of the learning process can promote family
engagement as well as incorporating the student’s culture. Teachers shared their own
perspective of the role culture played. Teacher Cadet shared:
So, I think that helps their kids a lot, and helps us a lot, because they (parents)
want them to get a good education they want them to succeed, it's very important
to them, that their children do well to have a good future. So, I think that them
coming from a different culture, they appreciate so much more what they have
here, so I think that's positive.
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The Jones family affirms that culture plays an important role in childrearing practices. It
helps to lay the foundation for the importance of education and the motivation for
success.
In addition, engaging students during class could also spark excitement that the
child will share at home. Teacher Cadet shares how these practices are utilized in the
classroom. In the classroom, Teacher Cadet uses tickets and coupons where students can
buy candy as a way to help struggling students improve their skills. In addition, the use of
books that reflect cultural backgrounds of students also aids in family engagement.
Teacher Cadet also shares collaborating with families conducting at home interviews
based on books read in class and at home projects that invite parents to participate. “I
select books with different perspectives because a lot of our students are from different
countries. I try to do projects that engage the parents; they'll do part with me and then
part of it, they'll do at home with the parents.” Teacher Jackson also incorporates student
culture through dance and music. During the shows I used “steel drums and soca music to
represent the Caribbean culture of most of our students.” Teacher Kaur recalled inviting
families to the class, families listened to a presentation and we did career day where
families were able to talk about their jobs. Teachers also viewed family’s culture in a
different light. Teacher Cadet shares:
If I could be honest for the methods of discipline, I think that the methods of
discipline we use here is a lot different than what the parents were brought up
with. And sometimes I think they're a little too tough. It's not okay for us to spank
our kids and I think that they grew up in a different culture where that was more
accepted. I think that's a big difference. I think sometimes, it controls the
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language I use with the parents because I don't want them to get upset because
they're just culturally, a little different.
Families and teachers acknowledge the importance of culture. The principal outside of
acknowledging that there are different cultures in the school; there were no conversations
as to how culture is considered when developing family engagement events.
Safety. Due to the pandemic there was a limit to the amount of people who could
enter the building. The principal shared in this school there is an issue of safety which
affects who can enter the building:
A big component about family engagement is having parents come into the
classroom now I have to worry about the safety of everybody else. We don't have
a security guard. So, although I want it, I have to first put the safety of kids
because I can't have random people coming in and out of my building. We've
never had issues ever before. The reason why is because I'm so strict on not
letting people from the outside come in.
The principal was the only stakeholder that shared about the connection between safety
and family engagement. Teachers shared about the parents not being allowed during the
pandemic, but this is different from strict guidelines on who can and cannot enter the
building. The findings showed that parents pre pandemic were able to participate in
classroom activities and school events. However, based on the principal response on
safety the events have to be well planned.
Family engagement is multifaceted in nature. The data shows the views of what
family engagement looks like and how it can manifest in a school varied across the
stakeholders. Teachers understand that families have challenges that inhibit their
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participation but still hold a view that participation equals family engagement. The
principal does not recognize that teacher deficit thinking is prevalent in the school and
shapes not only instruction but also how families are being engaged or not. Families are
eager to participate if it met their schedule and life demands. There were many challenges
on the part of the families and the teachers that were shared. The principal sees family
engagement as a schoolwide initiative but does not share the role of teacher personal
experiences as an impact on family engagement. Overall, each stakeholder shared the
necessity of the school home connection and a collaboration that would bring balance to
the family engagement experience.
Theme 3: Technology as a tool for Family Engagement
Technology has been used in schools and classrooms as a way to bring variety to
the classroom instruction and connect families and students to schools. According to the
Catholic Schools in the Archdiocese of New York:
Our academic programs grounded in basic skills meet the varied needs of each
school community by incorporating technology. We offer a forward-focused
curriculum, integrating technology into classroom instruction, preparing our
students to compete in an increasingly complex world.
(https://catholicschoolsny.org/).
Despite this charge this catholic school had not fully adopted technology into their
curriculum or communication. Technology has become an integral part of the educational
experience especially during the COVID-19 pandemic. The use of nontraditional
methods of technology as a tool for family engagement stemmed from the need to
communicate due to the pandemic. Families, teachers, and the principal agreed that
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technology allowed the school community to have continuity of communication. The
uses of technology were highlighted by each stakeholder as well as the pros and cons.
The onset of integrating technology as a communication tool or educational resource was
not implemented in this Catholic school until the pandemic. Before the pandemic
technology was limited to sets of iPads for community use and periodic use of in
classroom educational applications.
Pandemic Technology
The pandemic brought a halt to multiple levels of the educational process but
definitely the ability to communicate with families. Schools had to find alternative ways
to connect. This Catholic school was at a disadvantage as this would be their first
introduction to the use of a schoolwide technology plan. The principal confirms “I never
did this. I didn't even know about Google Classroom, none of that.” The principal further
expresses this need; “We then had to find another way of communicating with the parents
because nobody wanted their, home numbers to be known. So that's where Option C
came in.” The pandemic also challenged administrators to utilize options that both
teachers and families would be able to use.
This Catholic school selected Option C as their schoolwide communication
platform. This platform was designed to assist communication for families and the
school. Due to the implementation of Option C, families and the school community were
able to exchange information despite the pandemic. The Thompson family shares “even
with the pandemic when the school has to be closed or quarantine, we will get an
automatic text.” The Jones family shares, “I have my personal phone and work phone and
I get messages on both.” The Miller family shared another use of Option C “is a text
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message that goes to every parent to check your email for fundraising information.”
Additionally, The Thompson family adds that in addition to the flexibility of use (phone
and computer); “every parent has access and can communicate with teachers, see grades,
missing work and tuition due dates.” Families agree that Option C was a flexible
communication tool for the pandemic. The principal shared “I could mass email flyers
out to parents, do a video like a voicemail, text and email.” This supports families in the
flexibility that Option C provides for schools to communicate with families.
Teachers also concurred Option C was useful for grades and reminding parents of
important events through messages. However, teachers also shared some challenges with
Option C, “parents not being signed up or able to access accounts,” “unable to access the
platform without administration,” “lack of accountability for parents,” and “training.”
Teacher Jackson shared parents do not utilize Option C for grades and sometimes face
parent’s requests of information that can be found on Option C in addition to only
administration being able to send messages. Teacher Kaur also agreed “Option C is
usually done with the office; the administration sends an overall email I can send a
message through the secretary.” All stakeholders agreed Option C allowed
communication to occur between families and the school during the pandemic. The
principal agreed having multiple ways to engage families provided the flexibility to reach
all families. Families also shared a connection of communication through the use of
Option C. Although teachers used Option C to communicate, they expressed challenges
due to parents perceived lack of participation and access.
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Parent Teacher Communication
Another technological tool used by this school was Google Meet and Google
Classroom. This platform provided a way for teachers to teach lessons and video
conference. The principal shared when the pandemic happened “My teachers came in to
learn Google Classroom, now with technology, we have to use Google Meet or Zoom, to
talk with the parents.” The principal also used Google Meet and Zoom to hold family and
teacher meetings, graduation and parent teacher conferences. Teacher Kaur and Harris
agreed “doing parent teacher conferences over Zoom, in the long run might be helpful
because now there's another option open to us.” Communication with families were
nonstop during the pandemic due to these tools.
The use of technology brought a change to how instruction was conducted. The
principal was amazed by all the ways teachers were able to use Google Classroom.
“Teachers used them for “online assessments and to share their screens.” The principal
also gave an example of a teacher’s experience;
There was one where a child brought in an article in person and so it went along
with a lesson that they were talking about, so the teacher had this thing, an app on
her phone. I don't even know the name of it. She clicked it, and then shot it to the
kids at home. So, they had it within like a second. That's awesome technology.
With technology, teachers were creative in engaging families and students; sending
lessons home, taking screenshots and using apps. Teacher Kaur concurs “Technology is
helpful, it lets the parents be aware of what their child is or isn't doing? I can easily send
Power points to the parents, so they can see what we did.” Teacher Harris added using
technology helped to connect the students who were in person and at home. Further,
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Teachers Kaur and Harris shared how technology was extended to the use of cell phones;
“On Google Classroom the kids would get the posts because most of them have it on their
phone.” The pandemic lifted the ban of cell phones in schools for emergency use only to
using them for educational purposes.
Benefits of technology to Family engagement
All stakeholders agreed that technology brought changes to family engagement
that were a great benefit. One teacher shared “although it was tough, I think it opened up
a lot more avenues for us to use in the future, like Google Classroom is wonderful
because if a kid says Why didn't I get that assignment you go back on Google
Classroom.” Another teacher shared “Technology definitely made things cleaner, and
there's not so much paper shuffling because now everything's online and I think that
whether COVID is here or not, we're going to stick with that and it’s probably a good
thing.” Also, teachers and parents agreed that parent teacher conferences with Google
Meet and Zoom were convenient. Teacher Cadet shared “it gives parents an option that's
better for them and their work schedule.” Due to the increased flexibility of technology
use families, teachers and the principal wanted Google Meet and Zoom to be an option
going forward not just for family engagement but also instruction. The principal shares an
added benefit of using Zoom post pandemic; “I probably can do this, even though we're
in person, we can still do zoom calls, and I don't have to take away from my parents. I
think that this is something I definitely will continue doing.” Although this school was in
the first year of technology implementation it has proven to be a worthwhile tool for
family engagement and educational practices.
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Challenges of technology to Family engagement
All stakeholders shared challenges to technology for family engagement. The
principal, teachers and families shared challenges with training. The principal discussed
the challenges with funding. Teachers and the principal shared challenges with student
misuse of technology.
The principal shared after sending a parent survey about devices in the home,
there was “a challenge of getting it to them, finding the funding we didn't have. I mean, I
had class iPads, but not one to one. “The Catholic Schools in the Archdiocese of New
York also shared challenges with funding as they “seek additional funds from
foundations, benefactors, and donors as we pursue the best technology tools in the
industry to support students in closing their individual learning gaps.”
(https://catholicschoolsny.org/). The principal also shared “every child had access to
technology if requested, some might not request it.” However, teachers shared there were
students who did not have a device or were using their phones. This presented a challenge
as Teacher Jackson shared; “Some of them only have a phone, if they even have that;
there were things you couldn't do on the phone and you needed the laptop or iPad.” This
discrepancy in the principal saying everyone had a device and the teachers experience of
students without one could be because parents didn’t request a device for the home.
Once students had devices there was the challenge of training not only for the
students but also for the principal, teachers and families on the new technology that
would be implemented – Option C, Google Classroom, Google Meet, and Zoom. The
principal shared:

123

Another challenge with the technology was Google Classroom was new to us. It
was new to the parents. So, I had to make sure people were available to
troubleshoot, and call parents and walk them through it. We're not like the public
school where we have a tech guy or girl.
This challenge was also expressed by teachers and families. The Jones family shared:
There was training, handouts that was in our emails as to how we're supposed to
go to two different apps that was there to help the child, the parent, and also the
teacher. But most of the support came from when you had an issue logging into
class.
The principal provided the handouts through email and the training was done by teachers
at the request of families. There was no mention of specific training taking into account
the needs of families such as language barriers or lack of tech experience.
Another parent shared a different experience:
The only thing I didn't really like too much was Google Classroom, if something
was missing an email went directly to the child. But they didn't want parents on
the Google Classroom, the challenge was if they were missing something, I wasn't
made aware of it.
This parent didn’t receive training on how to get notifications for Google Classroom for
each student which could have bridged the gap of communication between the families
and the teachers. The Miller family added “When we first went remote, it was definitely a
process we had to learn on our own. A schedule might have been nice. How to submit the
work might have been helpful.” Teacher Harris also supports more training for parents, “I
think the parents have to take a course on how to read their child's assignments and
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Google classroom because the kids know how to play the game; hitting the turn in button
with no assignment so it says done.” Some families felt supported and some didn’t, and
this depended on a family’s or student’s familiarity with technology. Not all parents
agreed that the necessary training was given in order to implement the new technology.
Principal Smith shared about how training was conducted:
There was training for teachers, because I have the funds to train them through
PD and then they come back and they teach. The parents really learned it through
my teachers, walking them through it. When we did Google Classroom, I sent out
this whole step by step on how to get it and what to do. There's no training, there
was no time for it. There were no funds for it, that was a challenge. Also,
challenging was getting the parents, the kids learned it like that.
The findings support not only the need and lack of training for families but also the role
teachers play. Due to lack of training teachers had to fill in the gap in the learning process
for families and students. Teacher Kaur shared:
The older generation of parents we have sometimes technology isn't their best
friends. They get frustrated in terms of trying to help the children with the
technology because they don't know what they're doing. When parents or teachers
needed help, I'm the technology person. I want to try and help them as best as I
could.
This teacher adapted being the “tech person,” but this was something that was done in
addition to a regular teaching schedule. Teacher Jackson also explains that both the
students and the parents need support “there's no technology training for the kids and
parents especially if it's first generation, they truly don't understand, and they're not tech
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savvy in that way. I teach them.” There was not a concrete plan of training throughout the
year that any of the stakeholders discussed. Parents needed more support in Google
Classroom outside of the initial introduction and teachers had to turnkey their technology
training to students, families and each other. The principal shared there was some training
in the beginning but not ongoing training throughout the year.
The principal and teachers also expressed challenges of misuse from students. The
principal shared “a challenge we had with technology was kids taking pictures of the
teachers on screen and kids don't socialize anymore, because they're on their computer,
and they're behind a screen and they're not nice to each other.” Teachers further explained
the student misuse of technology when students took pictures of teachers and posted them
on social media. Teacher Kaur confirms students posting on Snapchat and the challenges
this caused because “it was hard to prove who did what and parents are not involved in
what's going on in their devices, they'll never know what's happening.” In addition to not
being able to monitor student devices, Teachers Kaur and Harris experienced students
“using their Apple Watches to get messages and play games. It's a challenge for teachers
because the parents are buying these things for these kids.” Teachers cannot control the
personal devices of students. As Teacher Jackson shared:
I think with technology there's a lot of pros and cons. But when they are using
their own technology, they're open to playing their video games, watching
YouTube videos, texting each other, and texting the kids who are at home. And
that's what they're getting caught doing. And it's hard to track down who's doing
what.
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Teachers Kaur and Harris had similar experiences with students texting each other in
class. To alleviate these issues Teacher Harris suggested:
I think it (technology) should be used but I think that there has to be much more
stringent rules because we were thrown into it and there was a lot of faults. It's
new to everyone and I get that. An issue was having parents talking to the camera
during my class. I can't have a conversation with you while I'm teaching. The kids
not engaging online some of the kids playing video games when they should have
been online listening, I think there has to be a handbook just for online students. I
think that there's a lot of wrinkles that need to be worked out if we're going to use
it going forward.
Although the pandemic has brought the introduction of technology to this Catholic school
it has not been without its challenges. There were no set technology policy or guidelines
to follow. Technology provided a learning curve for the entire school community. The
principal understood the challenges firsthand, “I didn't grow up with computers in the
cloud in the classroom, and I didn't grow up with computers at work.” Teachers and the
principal seemed optimistic about the future of technology and its use to engage families
and extend instructional practices. It has opened the avenues for more technological tools
as the principal shared “We'll be eager to use whatever comes our way as long as it's
within our budget.” Teachers support the further use of technology with protocols being
in place. Families are looking for training as they seek to be a support for student learning
through Google Classroom.

127

Conclusion
This case study explored the use of nontraditional methods of communication for
family engagement. Families, teachers and the principal shared their perceptions of these
tools through three major themes - communication, family engagement and technology.
Communication was one of the major themes from the data. The overall findings showed
families wanted to communicate with the school. Being able to reach teachers and the
principal helped families build trust and provided an avenue for them to connect. The
school sought to find a way to communicate with families during the pandemic through
technology such as Option C which was a schoolwide communication system. This tool
allowed multiple ways to engage families through text, email or phone. Families were
supportive of this tool as it allowed for reciprocal communication especially during the
pandemic.
Another major theme was the multifaceted family engagement. Family
engagement was expressed by each stakeholder differently. The common theme was that
family engagement is essential to a supportive school community. In order to identify
what families needed the principal sent out a survey every two years. Despite this survey
the activities and events held were not what families needed. Families expressed the need
for activities and events that took place outside of normal work hours so that they could
participate. All stakeholders expressed multiple challenges that families faced to engage
in school events; among them were their work schedule and family dynamics. In
addition, teacher deficit thinking also played a role in how family’s participation was
perceived. Unfortunately, the principal and teachers equated participation in school-based
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activities as a sign of family engagement. Families looked at school-based activities as a
deterrent to engagement since it was difficult for them to attend.
In an effort to provide equitable family engagement there was a consensus among
stakeholders that collaboration and communication had to go hand and hand. Family
engagement required flexibility as there was no one way to implement family
engagement. It would require multiple conversations about what the need was. This
presented a challenge as this school also did not have a PTA which could have provided a
voice for families to express their needs for family engagement. Families wanted to be a
part of a PTA while the principal was finding it challenging to get the PTA started due to
lack of family participation.
Technology was the theme that was woven throughout the data as it became the
prominent method of communication during the pandemic. This school did not utilize
technology as a common practice before the pandemic. This increased the challenges
faced to implement technology quickly and effectively. Training was only available for
teachers due to funding. Teachers became the liaison between families and issues with
technology. For some teachers this was a challenge because they were also learning these
technological tools for the first time. The lack of training for families led to room for
communication problems with teachers, families, and students. In this school technology
was introduced in the form of Google Classroom, Google Meet, Zoom and Option C.
Although there were challenges with the Google Classroom platform, families
enjoyed the flexibility technology brought with parent teachers conferences. It provided
multiple time slots that were convenient and allowed families to attend from any location.
It also was invaluable to single parents or families with multiple children. Technology
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has increased equity in family engagement at this school as it offered opportunities for all
families to be a part of parent teacher conferences. Overall, this case study has revealed
that equitable family engagement cannot be achieved without a voice from all
stakeholders.
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CHAPTER 5
Introduction
This case study conducted in an urban Catholic middle school in the Southeastern
part of New York examined nontraditional methods of communication as a tool for
equitable engagement. This study aimed to address three research questions. The first
question looked at the perceptions of stakeholders on communication technology such as
Zoom and Google Meet. The second question explored the perceived effect of new
communication technology on the type and levels of engagement. The third research
question inquired about the perceived impact on technology and equitable family
engagement. According to Baquedano-Lopez, et al. (2013), it is necessary to look at
current practices to ensure equity in family engagement. Stakeholder perceptions were
purposefully selected to gather data from participants, who, as Miles (2014) described,
are "nested in their context." The principal, families, and teachers all had a unique
perspective about their first-hand experiences with family engagement. This chapter will
discuss the significant findings based on the data analysis in connection with each
research question. Further discussion will align the results to the theoretical framework
and the existing literature reviewed in Chapter 2.
As discussed in Chapter 3, the data analyzed in this study utilized individual
interviews, focus groups, and document analysis of the parent handbook, school website,
and the Diocesan website on family engagement practices. The data showed three major
themes a) family-school communication, b) multifaceted family engagement, and c)
technology as a tool for family engagement. The first theme, family-school
communication, looked at the relationship between families and schools in terms of
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engagement. The second theme, multifaceted family engagement, showed the complexity
of engaging families from creating a definition to recognizing the barriers. The third
theme, technology as a tool for family engagement, explored how this school utilized the
technological tools to stay connected to families.
Summary of Study
In light of the COVID-19 pandemic, there was a need to discover new ways to
connect and support families while schools were closed. This pandemic exasperated an
already existing problem of disparities in the African American or Black and Hispanic or
Latino populations. This study was conducted in an urban Catholic middle school where
the majority of the student population and families were Haitian. One prevalent issue was
the lack of access to the necessary technological tools to communicate with both families
and students. This study explored ways schools utilized technology to fill the gap in
creating an equitable space for family engagement.
This case study gained the perspective of the principal, families, and teachers in a
small urban Catholic middle school. The participants included the principal, three
families, and four teachers. This study used purposeful sampling to develop an
understanding of the perceptions of stakeholders on family engagement. Seven of the
eight participants participated in the individual interviews. There were two teacher focus
groups, each with two teachers. Family engagement practices for the Catholic
community were analyzed using public documents.
A significant finding of this case study showed family-school communication
necessitated the need for having clear protocols on how families and the school
community can engage. Another finding was that engaging families is more than an event
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or activity or even parent-teacher conferences. It is about meeting the needs of the
families the schools are serving. Lastly, technology as a tool for family engagement
explored the reality of embracing tools that will connect families and schools and provide
equity to family engagement.
Discussion of Findings
Research Question #1
The first research question in this study explored stakeholders' perceptions of
nontraditional methods of communication such as Zoom and Google Meet as a tool for
family engagement. The school used Zoom and Google Meet to engage families through
classroom activities, school meetings, instruction, and parent-teacher conferences. This
school used two other nontraditional methods of communication, Option C and Google
Classroom. The interview data analysis showed that nontraditional communication
methods aided in engaging families especially during the pandemic. Families emphasized
the benefits of these technological tools, especially for parent-teacher conferences. The
principal found it easy to use these tools to schedule meetings with families during the
day since parents could log in from anywhere. Teachers also shared the ability to
communicate with families was better with the use of Google meet and Zoom.
Another nontraditional method of communication utilized by this school was
Option C. Option C was a free technological tool geared only for Catholic schools.
Option C was the schoolwide communication platform that the administration used to
post announcements, messages, or upcoming events at the school. It also provided a place
for families to see student grades and tuition payments. Although the school used Option
C to engage families, it was limited to grades, general communication, and fundraising
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events. Families shared positive results with the help of Option C as it provided a
communication tool that provided flexibility in access. Families could use smartphones,
computers, or tablets to get messages through text, email, or phone through their choice,
which provided flexibility. Murray et al. (2014) support using a schoolwide platform with
multiple formats to communicate with families. Families used smartphones to receive
messages through Option C.
Despite having this schoolwide system, families still expressed a need for more
communication. Teachers shared the challenges of not having access to post messages to
families without administration. Any technological tool can only be effective if all
stakeholders share its usefulness and reap its benefits. The findings support this statement
by suggesting an effective tool for communication requires both families and teachers to
have ease of use and connection (Can, 2016). Teachers wanted access to send messages
and the ability to know if families were signed up.
The findings showed that Zoom and Google Meet effectively communicated with
families and teachers for meetings and parent-teacher conferences. No stakeholder shared
a challenge to connect to either platform. Google Classroom challenged families as only
students had access. Although teachers used Google Classroom for instruction, families
did not have a way to receive notifications of student progress unless the teacher
contacted them. Families were not finding out about issues with academics until after the
fact. The research showed that families want to be involved in every aspect of student
progress in order to address it in a timely fashion. (Yoder & Sanchez, 2013). It is
important to note that the school did not train teachers and families on how to add
families to Google Classroom to receive up-to-date notifications about student progress.
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There was also no support or training on the websites for the Archdiocese of New York
or the Archdiocese of Brooklyn.
Research Question #2
The second research question addressed by this study was the perceived effect
new communication technology had on the type and levels of engagement. This school
transitioned from class sets of iPads to multiple technological platforms during the
pandemic. This school used new technological tools such as Zoom, Google Meet, Google
Classroom, and Option C for the first time. The findings from this study showed the use
of multiple tech tools provided flexibility for families to engage. The research supports
this finding, which indicated that different modes of parent-teacher communication were
convenient for families (Thompson et al., 2015). All stakeholders shared the convenience
of using the new tech tools for communication and engagement.
The idea of what constituted family engagement was different among
stakeholders. The principal and teachers spoke of the "traditional events" found in
Epstein's (1995) framework, such as volunteering, fundraising, and sharing critical
information. Families were looking for experiences outside of just volunteering or
fundraising. The findings showed there is more to family engagement than just schoolbased events and activities. Families requested ways that working families could feel a
part of the school community through other opportunities of engagement. The research
supports that families wanted "proactive involvement," allowing families to interact
without being in the school (Olmstead, 2013). Families were willing to make the time to
engage in the school, but the school did not utilize or recognize the willingness of
families to be engaged.
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The principal shared there was a lack of participation in scheduled parent
meetings. In contrast, findings from the study showed families wanted to be a part of
more activities. The principal also shared stakeholders were on the same page based on
understanding the needs of families due to surveys and the trust families have in the
school. However, family and teacher interviews revealed that they didn't know the
surveys linked to future engagement practices. The research refutes this by stating there
needs to be a shared goal between families and schools based on collaboration to
establish effective family engagement practices (Christenson & Reschly, 2012). The
surveys and established trust in the school lack the collaboration of ideas between the
school and families.
Another finding showed there was a perceived level of family engagement based
on teacher perceptions of families. Some of the views on why a family attended or which
family attended stemmed from teacher deficit thinking. How teachers viewed families'
lack of participation impacted the type and level of family engagement. Teacher views
showed a level of deficit thinking that the principal did not share. The principal shared a
joint partnership between the teachers on conducting family engagement. However, this
was not always what families received in terms of interactions with teachers. Aligning
with Senge's (1990) framework, the principal would function as the authority of the
learning organization, in this case, the Catholic school. McDonald (2015) supports the
need for Catholic schools to adapt and become innovators to the ever changing realm of
education. It is under the leadership of the principal that family engagement to change to
meet the needs of all stakeholders. Following the tenets of Senge's (1990) framework, the
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principal and teachers could establish the guidelines on how to engage families while
recognizing the role mental models play in bringing equity for all stakeholders.
The role of the principal in the learning organization is to evaluate and develop a
collaborative plan to engage families equitably. This ideal aligned to the theoretical
framework of Senge's (1990) system thinking. Systems thinking seeks to create a
community effort where stakeholder voices are honored. Teachers identify the mental
models that shape their thinking about family engagement, and new norms are set based
on the needs of the families. The findings showed that family engagement was not
designed based on the stakeholders' input despite the principal's invitation to families to
share their ideas.
Teachers followed the guidelines set forth by the principal while still keeping the
mental models that allow teacher deficit thinking to go unnoticed. The principal shared
teachers and the school shared the same vision for family engagement, and each member
recognized the constraints on families to attend. Watson and Bogotch (2015) confirmed
administrators believed parents had other responsibilities that hindered their participation.
Despite this knowledge, teachers shared not engaging families if they didn't respond or
missed a meeting without rescheduling. The teacher's perceptions were unfavorable
towards the family based on their participation. The research shows as "urban middle
school teachers' perceived families as good or bad families based on whether they
attended school events such as parent-teacher conferences or helped with homework"
(Wassell et., 2017). Teachers also shared families not being engaged enough or only
being engaged for a particular activity. These biases hindered family engagement, as was
confirmed in the research of Walker (2011), where there was a need for teachers to
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recognize their own implicit biases and prejudice. Teachers deemed families as engaged
if they were cooperative or responsive. Teachers even thought that there was a type of
engagement like high school fairs that they would get full participation because it
benefited the family and the student. The research supported that schools viewed African
American or Black and Hispanic or Latino families differently due to their level of
engagement (Stacer & Perrucci, 2013). Teachers perceived some families as engaged and
other families were labeled not caring or uninterested. The research supports the
judgment of families due to their lack of attendance (Barajas & Ishimaru, 2016). The
perceptions of a family's involvement or lack thereof led to less outreach on the part of
the teacher, which negates the goal of family engagement which is reaching all families
and not just the ones who want to participate.
Deficit thinking and implicit bias bring challenges to family engagement as it
creates an inequitable environment. Despite the known challenges of work schedules,
family dynamics, and resources, families are treated differently based on their
participation. The goal of equitable family engagement is to utilize these mental models
to the advantage of the school community by recognizing they exist and creating an
environment where they do not interfere with how families are engaged. The findings
from this study showed the need for teachers to look at their own implicit biases and
prejudices (Walker, 2011).
The study's findings also showed families engaging in-home discussions on
academics and current events that impacted how students performed in school. This
finding extends the research as Jeynes (2012) discussed the importance of family
conversations on standards of learning; this data adds real-life experiences and worldwide
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events as ways to influence family engagement. One family shared a discussion of
creating checklists to help their child stay focused, dating and racism. Another family
shared of conversations on the ride to school that reinforced learning through Google
Maps and academic skills. Both experiences were instrumental in how families engaged
in the educational process. The idea of utilizing the skills parents bring aligned with
Yosso's (2005) community cultural wealth. These skills could be generational stories in
familial capital or social capital which is the sharing of community resources (Yosso,
2005). Watson and Bogotch (2015) also confirm the importance of allowing families to
integrate their experiences into the educational process. The culture and lived experiences
of African American or Black families help to improve engagement and empower
families and students.
Teachers also wanted more accountability for families who were not aware of
their child's academic progress, even to the point of wanting families to reach out to
teachers more. This finding was interesting as families also wanted more communication
on academic progress from teachers. Families contended they only heard from teachers
for conferences. One family was open to more contact via any technological tool, email,
or phone to get updates on what was going on with the child. Even as small as a missing
assignment or a change from one test grade to the next.
On the other hand, teachers shared there were a lot of students they had to teach,
and it was a challenge to reach every family or follow up in the way families would like
because they also had families of their own. The research did not support the teacher's
perspective as it did not consider the challenges teachers face in engaging with numerous
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families in a middle school. Findings showed teachers could have 90 or more students to
teach, making it challenging to give the real-time updates families wanted.
Stakeholders shared pre-pandemic and pandemic family engagement. Before the
pandemic, evidence of technology to engage families was nonexistent, and there were
only school-based events. However, the pandemic brought changes that incorporated
technology to engage families through parent-teacher conferences, classroom activities,
and fundraising events. The principal, families, and teachers shared the types and levels
of engagement differently, and the level of engagement varied depending on the event.
The principal and teachers shared some activities using Zoom and Google Meet.
The principal shared a Thanksgiving event for an elementary class. Teachers shared
about open school night and opportunities for collaboration with families through athome projects and hosting a virtual high school fair. The high school event was well
attended by families as it gave important information for students. Families were looking
to be engaged outside of the Option C fundraising messages. The use of technology could
allow families to engage as it provides time flexibility and is not bounded by location.
However, there were few innovative ways of using technology to engage families
throughout the pandemic.
The three major technology events included the middle school open school night,
eighth-grade high school fair, and parent-teacher conferences. Teachers shared the middle
school sixth-grade families primarily attended open school night. The eighth-grade high
school fair was attended by most of the eighth-grade students and their families. Teachers
attributed participation to family interest in the event or activity. This is supported by the
Hoover Dempsey model in the research of Green et al. (2007), which outlines families'
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motivation for being engaged or participating in a particular event varies by motivational
beliefs, type of invitation, and perceived life context. These types of engagement (open
school night and high school fair) were designed to meet a specific need and did not
provide consistent engagement.
Even though the pandemic ceased in-person contact, research showed that the
face-to-face option was already a challenge for families (Davidovitch & Yavich, 2016).
One of the most significant issues families faced was work schedule and family
dynamics. All stakeholders agreed that families could not be engaged like they wanted to
because of their jobs or personal life conflicts. Families mentioned the challenges of
being in a single-parent household with multiple children. This struggle is highlighted in
Yosso’s (2005) aspirational capital which describes the need for families to persevere
through trials in hopes of overcoming adversity. Williams and Sanchez (2012) support
that one-parent households find it hard to attend school activities. One single-parent
family shared not wanting to choose which child's teacher to visit during parent-teacher
conferences due to time constraints.
The use of technology brought flexibility to families, which increased
participation. The findings confirmed by all stakeholders showed parent-teachers
conferences as the most attended event using Zoom and Google Meet. The research
supports an increase in family participation through technology (Davidovitch & Yavich,
2016). The principal shared the options on how parent-teacher conferences would be
conducted. Families were given a choice of phone, Zoom, and Google Meet, and teachers
also gave multiple time options. These changes on the part of the school were convenient
to not only the working parent but also to families with multiple children. Overall the
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findings were aligned with the research that families liked the flexibility and felt they
could participate more without interference with work or time constraints (Karal &
Kotoc, 2010). Some conferences were even held in the morning rather than traditional
afternoon and evenings.
The findings didn't show an increase in the type or level of family engagement
based on the new communication technology except for parent-teacher conferences. All
stakeholders shared limited family engagement opportunities, and families wanted to
have more options in terms of school activities and events outside of fundraising. The
principal and teachers cited the pandemic as the reason for less family engagement. The
new communication technology could have supported pandemic family events or
activities held through Zoom or Google Meet.
Teachers wanted families to be proactive in assessing grades and missing
assignments. However, the platform being used was Google Classroom which is only for
students. Families do not have access to daily or missing assignments. One family shared
if the work is missing, it goes to the students' email. There is a disconnect in the
expectations for families and teachers on engaging for academic progress through Google
Classroom. This technology is not effectively allowing families to engage in student
learning or teachers to connect with families daily. There is a need for training or support
for this technological platform.
The lack of a PTA was also a problem for this school. A PTA could have
supported the principal and school community in developing and implementing new
virtual events. The burden of creating meaningful opportunities for family-school
engagement fell solely on the principal and administration. Although the findings
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showed, the principal attempted to develop a parent-teacher association amidst the
pressure from the board to do so; its turnout was poor. On the other hand, families
inquired about the lack of a parent-teacher association and even wanted to participate.
The need for families and the school community to have an organization to collaborate
was essential to family engagement. The disconnect between the families and the school
on the implementation of a PTA was evident in the findings. The school board and the
Congregation for Catholic Education both stress the need for a parent association.
However, the principal’s perspective aligns with Senge's (1990) mental models as the
leader of an organization needs to see the necessity of the PTA and the overwhelming
benefit of its existence to the entire school community. Based on the needs of the
families and the school community the leader institutes a viable plan that sees past the
lack of participation and strives to build a PTA even if it starts with one or two families.
Research Question #3
The third research question this study addressed was the perceived impact new
communication technology had on equitable family engagement. All stakeholders in this
study agreed that equity in family engagement was important. However, this school
lacked clear schoolwide practices that would ensure equitable family engagement. The
lack of an organized parent organization such as a parent-teacher association limited the
voices of families to exchange ideas and effect change in school events or policies. The
schoolwide communication system Option C was accessed by the administration to
communicate or get information to families. Teachers did not have direct access to send
messages to families, which did not make this tool practical for teachers. Although
families could access grades on Option C, day-to-day academics were posted on Google
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Classroom, which was limited to the students and teachers. These technological tools
presented a challenge for families to engage effectively with teachers and be aware of
their child's progress. The findings showed equitable family engagement needed to be
flexible and address some challenges families faced, such as language, race and racism,
and teacher deficit thinking.
One of the challenges families faced to engage was the lack of flexible options.
The findings showed the school provided families with flexibility with the integration of
Option C as its communication system. Families highlighted feeling connected to the
school, especially during the pandemic. Google Meet and Zoom provided access to the
principal and teachers that were not available before the pandemic.
The issue of language was shared in the findings by teachers and the principal.
There is a large Haitian population where Creole is the primary language of some
families and some Spanish-speaking families. The school does not have a translator or
communications in the language that the families speak. The literature supports this
language challenge as schools try to create partnerships with families whose primary
language is not English (Despain, 2018; Marschall and Shah, 2016). However, Yosso
(2005) describes families that speak multiple languages as an asset to the school
community through linguistic capital. The principal shared utilizing office staff who
could translate in Creole and Spanish if it was needed by the principal. However, this
language support was not a schoolwide service to ensure every family had access to
technology and school communications. Watson and Bogotch's (2015) research showed
language was a challenge for administrators. Although the principal recognized the need
for this dual-language support, there were no services that would aid in the
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communication for these families. This goes against the research which addressed the
need for non-English speaking families to be provided a translator (Beecher & Buzhardt,
2016). In addition, the research showed that school leadership is instrumental in setting
the standard and establishing a culture of acceptance and understanding for all
stakeholders (Marschall & Shah, 2016). The lack of an accessible translator or
communications in Creole or Spanish did not promote equitable family engagement.
The barriers faced by the African American or Black and Hispanic or Latino
communities to engage with schools existed before the pandemic. The research supports
the challenges of race and racism in schools as Bell (1992). The challenges of race and
racism were not limited to access to technology or communication but also the lack of
integration of how the lived experiences of these communities could be beneficial to the
school community. Yosso's (2005) Community Cultural Wealth recognized the role race
and racism play in recognizing the value of culture within schools and family
engagement which tied into navigational capital designed to assist in the challenges faced
from institutional racism and inequality.
Both families and teachers discussed the issues of race and racism, and the
principal did not share issues of race either on academics or family engagement. The
ethnicity of the school staff was the majority of the teachers and staff were white.
According to the NCES (2018) data, the student population is 97% minority with 71%
African American, 6% Hispanic, 7% Two or more races, 2.5% White, 0.4% American
Indian/Alaska, and 13% Unspecified. There were four African American or Black
teachers. The teachers who participated in the study were White, Ecuadorian, and African
American or Black. The family's ethnicity was two African American or Black and one

145

Italian. The school population presents as the research coins a "cultural mismatch" where
there is a gap in race, culture, and experiences between teachers and families (Carothers
et al., 2019). The findings support this gap through how the school carried out family
engagement.
The findings showed that there were differences in the experiences of an AfricanAmerican/Black and an Italian family. A parent shared selecting remote learning due to
work schedule and then choosing childcare from a relative whose primary language
wasn't English. Reynolds et al. (2015) contends race and social class connect to the
availability and resources that some families lack. An African American family also
shared the lack of resources where the Italian family shared access to the same resources.
An African American family shared of needing special education services and not
knowing how to begin the process. The Italian family was an educator and knew how to
get the services her child needed. The findings showed a White teacher sharing
observations of culturally different childrearing practices, which led to changes in how
teachers engaged with families. Lareau (2002, 2011) confirms that childrearing practices
for black families were drastically different from white families. It is important to note
that the identification of biases can help to break the barriers of systemic racism and
move schools toward a place of equity for all families.
Yosso (2005) extends this thinking by focusing on community cultural wealth to
break the cycle of racism by honoring the perseverance, unique perspectives of culture,
and hard work of families seeking to infuse their stories in their children's lives and their
school community. Yosso (2005) addressed the utilization of resistant capital as a way to
foster pride within families as they strive to address inequitable practices in society and
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school. Reynolds et al. (2015) confirm the importance of acknowledging culture in family
engagement, adding a sense of belonging. One family spoke of the role culture played in
childrearing practices by going to church and making sure the children understood their
history, and the culture in which they were from was just as influential as challenging
them to do their best in school.
The findings of this study also support the need for protocols for African
American or Black and Hispanic or Latino families to be engaged in school events. The
principal made efforts to establish a parent-teacher association and meet the needs of
families through surveys and periodic meetings. Bertrand (2018) described this restricted
structural support by the administration for engaging racially and linguistically diverse
family populations as unsuccessful. The principal is making an effort to support family
engagement but is not addressing the needs of the families.
One of the African American families indicated the challenges in engaging and
wanted more assistance from the school. These findings were aligned to the research as it
showed African American or Black and Hispanic or Latino families schools need to make
an effort to engage parents by providing occasions and support to participate (Marschall
and Shah, 2016). Families also described conversations of race at home either to prepare
students to face racism or issues surrounding race in school. The research supported that
although parents are not present in school, they are still developing knowledge and life
skills within the home that are beneficial and conducive to equitable family engagement
(Yosso, 2005). One family described the issue of raising a black male and helping him
embrace his identity in light of Black Lives Matter. Lareau (2002, 2011) confirmed,
"issues surrounding the prospect of growing up black and male in this society" were
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ordinary conversations. This family understood the necessity to bring to light how race
and racism existed in school and society as a whole.
Also, within the context of race and racism and culture, the Italian family raising
biracial children shared issues of racism within the school and how family conversations
were needed to ensure the children were empowered to address these issues as they arose.
The family shared students asking, "If that was her real hair?" Families described
instances of race and racism and the lack of conversation on the side of the school to
increase awareness for teachers and students. The research of Nelson & Guerra (2014)
suggests there is a lack of cultural responsiveness protocols for teachers with more
experience. In this middle school, the range of teacher experience was from 13 -29 years.
When the teachers spoke of culture, it was different from "traditional" techniques in
terms of parenting styles. One teacher shared family's childrearing practices were harsh.
The research supports the idea that teachers should acknowledge that their perspective of
culture is different and can be a systemic barrier within the school system that can
impede family engagement and instruction (Gay, 2015). One family shared the role
implicit bias played in teaching as a teacher shared their personal views, which required
conversations of clarity at home. A child wondered if she had a different perspective on a
topic because she was White, and the child was biracial. This question stemmed from a
lesson in which the teacher included a biased personal view on a topic. The findings
showed teacher perceptions about culture and how families engaged based on their
upbringing or family ideals such as wanting the best for their children.
As research suggests, miscommunication is not uncommon in Catholic schools as
there can be a disconnect between the level of engagement and how schools
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communicate with families (Li & Vazquez-Nuttall, 2009). At the core of the Catholic
school's mission is the partnership between families and schools. Families are considered
"indispensable reference points and bearers of appreciable resources" (Congregation for
Catholic Education, 2013). The findings did not show that the principal or teachers
created a space for cultural responsiveness practices. The research refutes this lack of
training, highlighting the need for a positive intervention that promotes transparency and
collaboration (Cook & Simonds, 2011) as schools seek equitable family engagement.
Limitations of Study
This case study was limited by a small sample size which can affect external
validity. The Catholic school consisted of 14 teachers and 250 students. The middle
school consisted of four teachers as each content area teacher taught all grades. All of the
middle school teachers participated in this study. Although there were 250 students, only
three families responded. It is important to note that this study took place during the
COVID-19 pandemic, limiting access to families and the school. There was also a
limitation of time as the data was collected towards the end of the school year. Therefore,
all data collection took place remotely. This study lacks generalizability, but the results of
this study could be a tool for other Catholic schools with the same demographics of
teachers, families, and population.
Recommendations for Future Practice
Administrators need to have clear objectives on what the needs of their school are
in terms of family engagement. Marschall and Shah (2016) confirm that school
leadership is instrumental in creating a culture of collaboration among stakeholders. The
use of nontraditional methods of communication for equitable family engagement
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provides families with a solution to challenges such as time constraints. As families are
invited to be an active part of the school community, it helps develop a partnership with
the school community.
The findings from this study add to the existing literature describing what
constitutes equitable family engagement. The challenge with creating equity in family
engagement is the lack of training for school staff. Implementing implicit bias training
could help staff become aware of their unconscious bias that this study showed was a
challenge to family engagement. There should also be a schoolwide cultural
responsiveness program that creates an environment where cultural differences are
appreciated and the voices of those who are generally not valued are empowered.
Catholic schools are faced with a shift in enrollment and student population which
is bringing a diversity that should not be overlooked. As the minority population
increases so should efforts to address the needs of the families being served. Creating
room for culturally responsiveness training to develop strategies that acknowledge and
embrace the culture of the families. The Archdiocese of NY and the Archdiocese of
Brooklyn should offer professional development in implicit bias and cultural
responsiveness so the entire Catholic school community could be on the same page in
terms of bringing equitable engagement to all families.
Another area for future practice was technology training for all stakeholders. This
school introduced new technology for the entire school without a technology person or
training. Due to lack of funding, a tech person wasn't possible at the time of the study.
Still, writing grants may be an option to support families, especially families with
language challenges. A program such as Google translate, or an on-site translator could
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help families with language barriers communicate with the school. As an option, the
school could also create a technology training manual that all stakeholders could use to
troubleshoot tech issues. This manual would have to incorporate the languages that
families speak.
Lastly, capacity building to develop a parent-teacher association. The goal of
capacity building is to ensure that the parent-teacher association gets started and is
sustainable. Mapp and Kuttner (2013) outline a dual capacity-building framework for
family-school partnerships with the essential components being "capabilities (skills and
knowledge), connections (networks), cognition (beliefs, values), and confidence (selfefficacy)." These collective skills empower stakeholders to take ownership of this
organization's creation and development, bringing lasting results.
Recommendations for Future Research
It is evident through the current study that nontraditional methods of
communication are not only practical but also necessary in an era of technological
advances. In future research, the nontraditional communication tools should be a basis to
include other options such as text messaging, Microsoft Teams, Goto Meeting or even
Facetime. The purpose of the nontraditional methods was to give families multiple
opportunities to participate in parent-teacher conferences and interactions with the school
as a whole. The family's perspective should also be a part of future research to glean how
they view communication. It is important to gather data on both the teacher and family
perspectives to create a comprehensive family engagement plan.
Future qualitative studies should explore the use of Zoom and Google Meet for
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Equitable family engagement using an increased sample size. It should also include
different grade levels. This study used middle school students as the research showed a
decline in family engagement as students’ progress in grade (Daddis, 2011). The findings
from this study showed families give their children a degree of autonomy once they enter
middle school. Further studies could explore if the nontraditional methods of
communication vary by grade level in terms of family engagement.
Future studies should also examine frameworks that promote equitable family
engagement, such as Yosso's (2005) Community Cultural Wealth, which focuses on a
family's cultural capital. The Participatory Action Research, which emphasizes
transparency, collaboration, and communication, will also be a framework to explore
family engagement (Shriberg et al., 2012). More research is needed to give schools useful
strategies that will assist in creating an equitable environment for family engagement.
This study was conducted in an urban Catholic middle school. Future research
should explore the role technology has on equitable family engagement in a public-school
setting. The data collection should include a survey to capture as many families as
possible. This current study showed an increase in the participation of one type of family
engagement: parent-teacher conferences. Future studies should look at other types of
engagement through the use of technology.
Conclusion
One way to bridge the gap between school and home is through family
engagement. This current study supports the need to explore technology as a viable
option for family engagement. As the increase in smartphones, tablets, and computers
become prevalent in many households, schools should utilize these devices to increase
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family engagement. In light of new tech tools, there was very little research on how
technology was used to engage families.
This study utilized individual interviews and focus groups to gain the perspectives
of families, teachers, and the principal on nontraditional methods of communication for
equitable family engagement. Each stakeholder brought value to the study via their
unique perspective. As a principal or leader of the school, the principal looks at the
school as a single entity trying to ensure that all of the parts fit together. Teachers focused
on ways to get families engaged on the classroom level. Families wanted to be a part of a
community where their voices were heard, valued, and incorporated into the decisionmaking.
Some conclusions drawn from the study were a) technology gives families the
flexibility to participate in events/activities b) there is a need for technology training
when introducing any new technology, c) technology was an effective tool for parentteacher conferences, d) there is a need for a parent-teacher association e) equitable family
engagement requires collaboration f) leaders need to establish policies and protocols to
create an environment for equitable family engagement g) school staff training on deficit
thinking and cultural responsiveness is needed h) incorporating the cultural wealth of
families is a tool for engaging families.
Overall, this study showed that technology could be used as a tool for engagement
and instruction. Despite not having familiarity with technology, this school attempted to
implement tech tools for communication, instruction, and engagement. The challenges
faced with family engagement come from not knowing the needs of the families. It is
essential to identify the needs of the families when developing any family engagement
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practice. Equitable family engagement was achieved vicariously through the pandemic in
this school. Some of the tenets that aids in equitable family engagement were flexibility,
open lines of communication, and the use of technology. These pieces can only work
together if there is a collaborative effort to bring the voices of all stakeholders together.
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APPENDIX A: LETTER OF CONSENT (PRINCIPAL)

Date:
Dear Dr. XXXXXXXX:
I am currently a Doctoral student at St. John’s University in Queens, New York. I
am writing to request your support in conducting a research study that I believe will have
an impact on family engagement. The purpose of the study is to examine stakeholder
(parents, teachers, administrator) perceptions of nontraditional methods of
communication as a tool for equitable family engagement. The focus will be on using
technology in lieu of face-to-face meetings. The nontraditional methods of
communication could be Zoom, Google Meet or an alternative schoolwide system. The
population sought are African American/ Black and Hispanic/Latino families.
I am reaching out to you to request permission to conduct focus groups and
individual interviews of middle school parents and teachers during the 2020-2021
academic school year. The data collection will consist of focus groups (12 teachers) and
individual interviews (6 parents, 3 teachers, 1 administrator). Due to COVID-19 it may
be necessary to conduct interviews and focus groups via Zoom or Google Meets. During
the focus groups and individual interviews, participants will be given a pseudonym in
order to maintain confidentiality. The results of this study will inform educational
leadership of the relationship between parent, teacher, and administrator perceptions
towards equitable family engagement through nontraditional methods of communication.
Thank you for your time and consideration of this request. If you would like to
grant permission, please email the approval to robin.ransom18@my.stjohns.edu. If you
have any questions, please do not hesitate to contact me at (917) 992-8297 or my faculty
sponsor, Dr. Catherine DiMartino, at 718-990-2585. For questions about rights of
research participants, you may contact the University’s Human Subjects Review Board,
St. John’s University, 718-990-1440.
Respectfully,
Robin Ransom
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APPENDIX B: INFORMED CONSENT (FOCUS GROUPS)

Invitation and Consent to Participate in a Research Study (Focus Groups)
Dear Participant:
You are being invited to participate in a research study to examine stakeholder
(parent, teacher, administrator) perceptions of nontraditional methods of communication
as a tool for equitable family engagement. This study will help to better inform
educational leadership on implementing family engagement strategies that address the
needs of African American or Black and Hispanic/ Latino families. I will be conducting
this study as part of my doctoral dissertation for St. John’s University, Department of
Administration and Instructional Leadership. Due to COVID 19 it may be necessary to
record Zoom, Google Meet or phone calls in lieu of in person interviews and focus
groups. This portion of the research study will consist of a focus group lasting from 30 –
60 minutes. Audio recordings of the focus groups will be made so that the data can be
transcribed and analyzed. Pseudonyms will be used during transcription for all proper
names in order to maintain confidentiality and anonymity.
All consent forms will be kept separate from the transcription data to ensure that
names and identities of all participants will not be known by anyone other than the
researcher. Although there are no known risks in this study, some of the information may
be personally sensitive towards equitable family engagement. However, you may
withdraw at any time and you may choose not to answer any question that you feel
uncomfortable in answering. The potential benefit is this project will inform the school
practices about family engagement and ways in which to create a partnership with
families, teachers and administration. The outcomes could inform future family
engagement practices.
All responses and feedback will be confidential and anonymous throughout the
entire research study. This study has been approved by the Superintendent of Schools, the
Principal and the Institutional Review Board of St. John’s University. If you have any
questions or concerns please email me at robin.ransom18@my.stjohns.edu, or call 917992-8297. You may contact my Faculty advisor, Dr. Catherine DiMartino at
dimartic@stjohns.edu, or call 718-990-2585. For questions about your rights as a
research participant, you may contact the University’s Human Subjects Review Board,
St. John’s University, 718-990-1440. Thank you! I truly appreciate your time and
participation in this study!
Respectfully,
Robin Ransom
Agreement to Participate:
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Consent: Your signature below indicates that you have decided to volunteer as a research
participant for this study and that you have read and understood the information provided
above. You will be given a signed and dated copy of this form to keep.
________________________________
Participant’s Signature
________________________________
Researcher’s Signature

___________
Date
___________
Date
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APPENDIX C: INFORMED CONSENT (INTERVIEWS)

Invitation and Consent to Participate in a Research Study (Interviews)
Dear Participant:
You are being invited to participate in a research study to examine stakeholder (parent,
teacher, administrator) perceptions of nontraditional methods of communication in a
middle school. This study will help to better inform educational leadership on
implementing family engagement strategies that address the needs of African
American/Black and Hispanic/Latino families. I will be conducting this study as part of
my doctoral dissertation for St. John’s University, Department of Administration and
Instructional Leadership.
Due to COVID 19 it may be necessary to record Zoom, Google Meet or phone
calls in lieu of in person interviews. This portion of the research study will consist of one
semi-structured, one-on-one interviews lasting from 30 – 60 minutes. Audio recordings
of the interview will be made so that the data can be transcribed and analyzed.
Pseudonyms will be used during transcription for all proper names in order to maintain
confidentiality. All consent forms will be kept separate from the transcription data to
ensure that names and identities of all participants will not be known by anyone other
than the researcher.
Although there are no known risks in this study, some of the information may be
personally sensitive towards equitable family engagement. However, you may withdraw
at any time and you may choose not to answer any question that you feel uncomfortable
in answering. The potential benefit is this project will inform the school practices about
family engagement and ways in which to create a partnership with families, teachers and
administration. The outcomes could inform future family engagement.
All responses and feedback will be confidential and anonymous throughout the
entire research study. This study has been approved by the Superintendent of Schools, the
Principal and the Institutional Review Board of St. John’s University. If you have any
questions or concerns, please email me at robin.ransom18@my.stjohns.edu or call 917992-8297. You may contact my Faculty advisor, Dr. Catherine DiMartino at
dimartic@stjohns.edu, or call 718-990-2585. For questions about your rights as a
research participant, you may contact the University’s Human Subjects Review Board,
St. John’s University, 718-990-1440. Thank you! I truly appreciate your time and
participation in this study.
Respectfully,
Robin Ransom
Agreement to Participate:
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Consent: Your signature below indicates that you have decided to volunteer as a research
participant for this study and that you have read and understood the information provided
above. You will be given a signed and dated copy of this form to keep.
________________________________
Participant’s Signature
________________________________
Researcher’s Signature

___________
Date
___________
Date
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APPENDIX D: INDIVIDUAL INTERVIEW PROTOCOL (FAMILIES)

Individual Interview Protocol
Opening: Thank you for taking the time to participate in this interview. Your
participation in this interview supports my research study on the perceptions of parents
on nontraditional methods of communication as a tool for equitable family engagement.
The goal of this interview is to discuss how technology may impact family engagement.
Before we begin, can you confirm that you would like to participate in this interview? If
you decide at any point during this interview that you would no longer like to participate,
please let me know.
Overview:
During the interview I am going to ask a few questions. After each question is asked, I
will ask you to share your ideas. Due to COVID-19 it may be necessary to record Zoom,
Google Meet or phone calls in lieu of in person interviews. The entire individual
interview session will be captured in an audio recording in order to allow for an accurate
account of what takes place. No one other than the researcher and the volunteer
participant will know who participated in the interview. The discussion and transcripts
from the interview are completely confidential. When the results of the interview are
shared your name will not be included. Do you have any questions before we begin?
Interview Questions:
1. Tell me about yourself. Probe: work? Children? Educational Attainment?
2. What does it mean to be involved in your child’s education? What are some
examples? Probe: What do you do to stay engaged? What other ways are you part
of engaging? community, key person, resources, etc.
3. Tell me about your experience with family engagement in your child’s school?
What works well? What are challenges? Probe: opportunities provided by school,
does it fit with schedule and/or responsibilities
4. How do you communicate with your child’s teacher? How satisfied are you with
this communication?
5. Describe whether the use of technology (Zoom or Google Meet) has assisted in
your participation in family engagement?
6. Describe any technological challenges you face in communicating with your
child’s teacher or school.
7. Describe any training or support you have received in using technology to
communicate with your child’s teacher or school. If none would you like to
receive training?
8. Tell me your experiences with PTC this year? How did they go? What worked
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well? What was challenging?
9. Describe what method of communication you would prefer for family
engagement.
10. Describe any challenges you face to participate in any family engagement
activities. (PTA, PTC, school events).
11. In what ways can your school assist in helping you participate in school events or
activities for family engagement.
12. Describe ways you support your child either in or out of school.
13. How would you describe opportunities for you to share your ideas about you or
your child’s culture and how it shapes their academic success?
14. Describe the transition to middle school experience for you and your child. Has
this transition had an effect on family engagement.
15. Do you have any questions that you would have liked me to ask that I did not
ask? Or what else should I know about your experiences with communication in
this school?
Closing: Thank you for taking the time to share your thoughts about nontraditional
methods of communication as a tool of equitable family engagement. Your feedback will
help support my research study as well the ability to inform family engagement practices.
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APPENDIX E: INDIVIDUAL INTERVIEW PROTOCOL (TEACHERS)

Individual Interview Protocol
Opening: Thank you for taking the time to participate in this interview. Your
participation in this interview supports my research study on the perceptions of teachers
on nontraditional methods of communication as a tool for equitable family engagement.
The goal of this interview is to discuss how technology may impact family engagement
of African American or Black and Hispanic or Latino families. Before we begin, can you
confirm that you would like to participate in this interview? If you decide at any point
during this interview that you would no longer like to participate, please let me know.
Overview:
During the interview I am going to ask a few questions. After each question is asked, I
will ask you to share your ideas. Due to COVID 19 it may be necessary to record Zoom,
Google Meet or phone calls in lieu of in person interviews. The entire individual
interview session will be captured in an audio recording in order to allow for an accurate
account of what takes place. No one other than the researcher and the volunteer
participant will know who participated in the interview. The discussion and transcripts
from the interview are completely confidential. When the results of the interview are
shared your name will not be included. Do you have any questions before we begin?
Interview Questions:
1. Tell me about your background. How long in education? Subjects taught?
2. How does school staff communicate with parents about each child? What
communication methods are used? Do you prefer some over others? Are some
more effective at engaging parents?
3. How does school staff support diverse families in the classroom and in school
events/activities? Give examples.
4. Describe the families of your students.
5. How involved are the families of your students?
6. In what ways are parents able to partner with you in your classroom?
7. How would you describe the family engagement of the students in the classes that
you teach?
8. Describe your experiences with PTC. How is it different this year?
9. Describe a positive experience when working with a diverse student and family
during parent engagement or parent teacher conferences.
10. Describe a challenging experience when working with a diverse student and
family during parent engagement or parent teacher conferences.
11. How might family engagement be encouraged at your school to support the
diversity of families (cultural backgrounds, socioeconomic status, race)?
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12. Describe your experience with the expectations held of student outcomes.
Describe the impact these expectations have on student success.
13. Describe whether you think the use of technology (Zoom or Google Meet) has
had an impact on families participating in parent teacher conferences? Should its
use continue?
14. Describe your experience with using technology to communicate with families.
15. Do you have any questions that you would have liked me to ask that I did not
ask?
Closing: Thank you for taking the time to share your thoughts about nontraditional
methods of communication as a tool for equitable family engagement. Your feedback
will help support my research study as well the ability to inform family engagement
practices.
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APPENDIX F: INDIVIDUAL INTERVIEW PROTOCOL (PRINCIPAL)

Individual Interview Protocol
Opening: Thank you for taking the time to participate in this interview. Your
participation in this interview supports my research study on the perceptions of an
administrator on nontraditional methods of communication as a tool for equitable family
engagement. The goal of this interview is to discuss how technology may impact family
engagement of African American or Black and Hispanic or Latino families. Before we
begin, can you confirm that you would like to participate in this interview? If you decide
at any point during this interview that you would no longer like to participate, please let
me know.
Overview:
During the interview I am going to ask a few questions. After each question is asked, I
will ask the participant to share their ideas. Due to COVID 19 it may be necessary to
record Zoom, Google Meet or phone calls in lieu of in person interviews. The entire
individual session will be captured in an audio recording in order to allow for an accurate
account of what takes place. No one other than the researcher and volunteer participant
will know who participated in the interview. The discussion and transcripts from the
interview are completely confidential. When the results of the interview are shared your
name will not be included. Do you have any questions before we begin?
Interview Questions:
1. Tell me about yourself. How many years have you been a principal at this school
or another school? How many years have you been in education?
2. How does your district view family engagement?
3. Describe what is considered family engagement.
4. How would you describe family engagement practices in your school?
5. Describe what equitable family engagement looks like in your school.
6. What are some challenges in developing family engagement practices? Probe for
teacher perceptions (i.e. Deficit thinking or mental models)
7. What are some barriers to family engagement for diverse families? Work
schedules, economics, etc.
8. In what ways do you assess the needs of your families in terms of family
engagement?
9. What opportunities do families have to be involved in decision making about
events, activities or parent teacher conferences?
10. How do you consider the diversity of your families in creating opportunities for
family engagement?
11. To what extent is teacher training provided to assist in conducting family
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engagement to create a culturally responsive experience.
12. How does the school communicate family engagement events to families and the
school community?
13. To what extent do you think families want to be engaged to support student
learning?
14. Describe how family engagement activities are designed to meet the needs of
African American or Black and Hispanic or Latino families.
15. To what extent are African American or Black and Hispanic or Latino families
hesitant to participate in school activities? Why do you think this may be?
16. Describe whether you think the use of technology (Zoom) has an impact on
families participating in family engagement? Would this be an option outside of
the pandemic?
17. Describe challenges and successes of using technology as a tool for parent teacher
conferences.
18. Describe challenges to the implementation of technology for family engagement.
19. Describe technology training for families and teachers.
20. Describe the communication protocols for families without technology.
21. Do you have any questions that you would have liked me to ask that I did not?
ask?
Closing: Thank you for taking the time to share your thoughts about nontraditional
methods of communication as a tool for equitable family engagement. Your feedback
will help support my research study as the ability to inform parent engagement practices.

165

APPENDIX G: FOCUS GROUP PROTOCOL (TEACHERS)

Focus Group Protocol
Opening: Thank you for taking the time to participate in this focus group. Your
participation in this focus group supports my research study on the perceptions of
teachers on nontraditional methods of communication as a tool for equitable family
engagement. The goal of this focus group is to discuss how technology may impact
family engagement of African American or Black and Hispanic or Latino families.
Before we begin, can you confirm that you would like to participate in this interview? If
you decide at any point during this interview that you would no longer like to participate,
please let me know.
Overview:
During the focus group I am going to ask a few questions. After each question is asked, I
will ask that each participant share their ideas in discussion with myself and the other
group members. Due to COVID-19 it may be necessary to record Zoom, Google Meet or
phone calls in lieu of in person interviews and focus groups. The entire focus group
session will be captured in an audio recording in order to allow for an accurate account of
what takes place. There will be confidentiality among participants within the study. The
only people who will know what is said are those of us in this meeting during the focus
group session. The discussion and transcripts from the focus group is completely
confidential. When the results of the focus group are shared none of your names will be
included. Does anyone have any questions before we begin?
Focus Group Questions:
1. What subject and grade do you teach?
2. Describe family engagement in your school? How do you communicate with
families?
3. Describe the families of your students? Tell me about their levels of engagement?
4. Describe some practices that you think promote family engagement?
5. Describe any challenges to family engagement you have seen with your families?
6. Describe how you communicate with families who are unable to participate in
family engagement activities PTC, school events, open school nights.
7. Describe how your current family engagement practices incorporate the diversity
of your parent and students.
8. How has the use of technology affected communication with families?
9. Describe a challenge and/or success with using technology as a tool for parent
teacher conferences.
10. Do you have any questions that you would have liked me to ask that I did not ask?
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Closing: Thank you for taking the time to share your thoughts about nontraditional
methods of communication as a tool for equitable family engagement. Your feedback
will help support my research study as well the ability to inform parent engagement
practices.
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APPENDIX H: DOCUMENT ANALYSIS PROTOCOL

Document Analysis
The document analysis will follow O’Leary’s (2017) Gathering, Reviewing and
Interrogating ‘Texts’ protocol:
To start the process of interrogating texts you need to:
1. Gather relevant documents
§ National, Federal, and State Mandates
o ESSA 2015, 2018
o Nation at Risk
o Goals 2000 Educate America Act
o Title 1 of Improving America’s Schools Act of 1994
o NCLB 2002
o National Education Goals
o Census Bureau Data
o Condition of Education Data 2018
o NCES 2020
§ National Catholic Education Association data (school demographic
data)
§ NY and Brooklyn Diocese Protocols
o Family Engagement
o Support Services
§ School Protocols
o Parent Handbook
o School website
2. Organize – Documents will be uploaded and stored in Dedoose
3. Copy – Copies will be made of original text for the purpose of annotation.
4. Assess the authenticity and credibility of the documents (reliable sources).
5. Explore the documents agenda – Documents will be reviewed, and inherent
biases will be considered.
6. Explore background information – Documents related to current study will be
explored.
7. Ask questions about the document –
a. Who produced it? What did they produce it for?
b. What were the circumstances of production?
c. When, where and why was it produced?
d. What type of data is it?
8. Explore content – Coding analysis of the documents will be utilized (p. 499).
a. First cycle of coding
b. Second cycle of Coding using Pattern Coding
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APPENDIX I: IRB APPROVAL

Federal Wide Assurance: FWA00009066
Jun 9, 2021 3:40:44 PM EDT
PI: Robin Ransom
CO-PI: Catherine DiMartino
Ed Admin & Instruc Leadership
Re: Expedited Review - Initial - IRB-FY2021-349 NO FAMILY LEFT BEHIND:
NONTRADITIONAL METHODS OF COMMUNICATION AS A TOOL FOR
EQUITABLE FAMILY ENGAGEMENT
Dear Robin Ransom:
The St John's University Institutional Review Board has rendered the decision below
for NO FAMILY LEFT BEHIND: NONTRADITIONAL METHODS OF
COMMUNICATION AS A TOOL FOR EQUITABLE FAMILY ENGAGEMENT. The
approval is effective from June 9, 2021 through June 8, 2022.
Decision: Approved
PLEASE NOTE: If you have collected any data prior to this approval date, the data must
be discarded.
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APPENDIX K: PARENT INVITATION FLYER

ATTENTION ST. CLARE PARENTS!!!
INVITATION TO PARTICIPATE IN A RESEARCH STUDY
Are you a Family Member of a Middle School Student Grades 5 - 8?
Saint Clare Catholic Academy has agreed to work with this research study to understand
your experiences with nontraditional communication methods such as Zoom or Google
Meet for family engagement in a middle school.
Research Title:
No Family Left Behind: Nontraditional methods of communication as a tool for
equitable family engagement
-----------------------------------------------------------------------------------------------------------Participation involves a one-on-one interview via Zoom or Google
Meet with Robin Ransom, a doctoral student at St. John’s
University. Please complete the Google Form below if you are
interested in participating. Total time commitment 1 hour.
-------------------------------------------------------------------------------------------------------------------------------------Who can participate in the study?
Family members of a middle school
student Grades 5 - 8

Why is your participation important?
You can help to identify how to engage
families in middle school

-----------------------------------------------------------------------------------------------------------If you are interested in participating, please click on the link below to complete the
informed consent form.
Google Form to Participate in Research Study
If you would like to learn more about the study, please contact Robin Ransom at
robin.ransom18@my.stjohns.edu
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APPENDIX L: TEACHER INVITATION FLYER

ATTENTION ST. CLARE TEACHERS!!!
INVITATION TO PARTICIPATE IN A RESEARCH STUDY
Are you a Teacher of Grades 5 - 8?
Saint Clare Catholic Academy has agreed to work with this research study to understand
your experiences with nontraditional communication methods such as Zoom or Google
Meet for family engagement in middle school.
Research Title:
No Family Left Behind: Nontraditional methods of communication as a tool for
equitable family engagement
-----------------------------------------------------------------------------------------------------------Participation involves one-on-one interviews and/or focus groups
via Zoom or Google Meet with Robin Ransom, a doctoral student
at St. John’s University. Please complete the Google Form below
if you are interested in participating. Total time commitment 1-3
hours.
Who can participate in the
study?
Middle School Teachers
Teachers with
0-4 years of experience
5 – 15 years of experience
Over 15 years of experience

Why is your participation
important?
You can help to identify how to engage
families in middle school

-----------------------------------------------------------------------------------------------------------If you are interested in participating, please click on the link below to complete the
informed consent form.
Google Form to Participate in Research Study
If you would like to learn more about the study, please contact Robin Ransom at
robin.ransom18@my.stjohns.edu
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